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A STUDY OF THE MANAGEMENT PROBLEMS AND POSSIBLE SOLUTIONS IN 
STATE-AIDED SCHOOLS 
Summary 
The problems concerning the future management of state-aided 
(Model C) schools fall into two main categories, namely problems 
intrinsic to the Model C schools and the problem of giving 
substance to the stated vision of the ANC. Model C schools were 
seen as a South African model of school self-management. 
A study of the literature relating to school self-management in 
general, and how it is practised in various countries, was made 
and the management of state-aided (Model C) schools was analyzed. 
A impirical investigation was conducted to ascertain the 
perceptions of various role-players in school management about 
their duties and responsibilities in this regard. 
A model for the self-management of state-aided schools, based on 
the Caldwell and Spinks' s model, and conforming to various 
criteria, is proposed. The proposed model is, in the opinion of 
the researcher, applicable not only to State-aided schools, but 
to all schools in South Africa as it allows individual schools 
to accept as much or as little self-management as is consistent 
with the capacity of their communities to provide effective and 
efficient service. It also allows schools to accept increases 
in self-management as their communities gain in management skills 
and expertise. 
Key terms: 
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local management of schools; decentralized management; School 
administration; Role-players; Duties and responsibilities; 
School charter; Vision; Mission; Governing bodies; 
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1. EXPOSITION OF THE PROBLEM, PURPOSE OF THE STUDY 
AND THE RESEARCH METHODS TO BE FOLLOWED 
1.1 INTRODUCTION 
South Africa's education system is, at the moment (1995), in a 
state of hiatus. The political changes in the country have 
resulted in the re-incorporation of the so-called independent 
states (Transkei, Bophutatswana, Venda and Ciskei) and the self-
governing states into South Africa and the consequent division 
of the country into nine provinces. This has also resulted in 
the present restructuring of the education systems in the 
country. The present policy of the African National Congress 
(ANC) is (ANC 1994:16): 
A single, national Ministry of Education and Training 
and Provincial Education and Training Authorities will 
be responsible for the development and implementation 
of all aspects of education and training policy. 
Schedule 6 of the Constitution (SA 1993, schedule 6) stipulates 
that II education at all levels, excluding university and 
technikon education" is a legislative competence of provinces. 
South Africa, as far as education is concerned, cannot, however, 
start with a clean slate. During 1990, the then Minister of 
Education and Culture, Administration: House of Assembly, 
announced additional models for the provision of education 
available to schools under the jurisdiction of his Department. 
The reason for the introduction of these models was stated as 
follows: 
In concurrence with the need of certain school 
communities to have a greater degree of authority in 
the admission policy of their schools it has been 
decided that any school community which chooses may 
request the Minister to change its existing ordinary 
public school to one of the ... additional models (SA 
TED 1990:1). 
These models will be briefly described. Schools which did not 
change, thus maintaining the status quo, subsequently became 
known as Model Q schools. 
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1 . 1 . 1 Model A schools : Private schools which are 
established after the closure of state schools 
The establishment of a Model A school, and various management 
implications which this holds for a school, are described as 
follows (SA TED 1990:8-10): 
Should a community wish a state school to become a 
private school, the school will be closed as a state 
school. Thereafter, in accordance with the provisions 
of the Private Schools Act (Assembly) 1986, (Act 104 
of 1986), application can be made to register the 
school as a private school. 
The Management Council will be dissolved and replaced 
with an "owner", which may be a person or a body. 
Financial implications 
A subsidy of 45% of operating expenses will be 
granted in accordance with a formula, as in the 
existing private schools. 
The subsidy will be phased in over a period of 3 
years. 
The operating expenses include the salaries of 
all the personnel as well as stock and services, 
maintenance of buildings and equipment, where 
applicable. 
Buildings and equipment 
All buildings and equipment will be hired in toto 
either at a nominal amount, or sold - either at full 
market value or sold at less than market value with a 
reversionary clause. The management body of the 
school will accept full responsibility for 
maintenance, insurance, possible damage, loss and 
replacement. 
1 . 1 . 2 Model B schools: State schools which wish to change 
their admissions policy 
Communities which prefer that the Management Council 
of the school should itself decide on the admissions 
policy of the school may request the Minister to grant 
permission in this regard to the Management Council 
(SA TED 1990:10). 
2 
1 • 1 • 3 
No provision will be made for additional facilities, 
accommodation or transport schemes, and should pupils 
from other groups be admitted, the status quo will be 
maintained with regard to physical facilities (SA TED 
1990:10). 
Model C schools: State-aided ordinary schools 
The management of these schools forms the subject of this thesis 
and will be discussed in detail in subsequent chapters. 
At the beginning of 1992 a further model, namely Model D, was 
introduced. Model D schools are ordinary state schools operating 
in buildings, in the case of the Transvaal, provided by the TED 
and with staff paid by the TED, but whose pupils are subsidized 
by the Department of Education and Training (Nel 1994). These 
schools were introduced to provide schooling mainly for pupils 
from other groups. 
Following the announcement of the then Minister regarding Models 
A, B and C, many schools in the Transvaal opted for Model B while 
few schools chose Model C and even fewer chose Model A. 
This situation was soon to change, as was heralded by a sequence 
of announcements by the then Minister (SA DEC sa:27): 
On 17 February 1992 the Minister of Education and 
Culture, Administration: House of Assembly announced 
that all public schools would be declared state-aided 
schools (Model C schools) with effect from 1 April 
1992, unless management councils wish, by means of a 
poll (two-thirds majority) of parents, to retain the 
existing management model. 
On 28 February 1992 the Minister announced that the 
conversion to Model C would come into effect on 1 
August 1992. On 13 March 1992 he announced that 
financial assistance would be given to communities 
converting to Model C schools in order to make the 
conversion to Model c schools more affordable for 
communities and to ensure quality education for 
pupils. 
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On 1 August 1992, 984 schools in the Transvaal were declared to 
be state-aided schools (SA GN. No. 1392). Added to the 43 which 
had previously been gazetted as state-aided, this means that 1027 
out of a total of 1049, or 97, 9%, of the schools in the 
Transvaal, opted for the Model C system of management. Only 22 
schools in the Transvaal chose to remain as they were (Model Q). 
Due to closure and amalgamation of some of the schools, these 
numbers have changed, and on 9 March 1994, there were 969 state-
aided ordinary schools (Model c schools) in Transvaal. In 
addition to these schools, there are also 17 Model Q, 4 Model 
A and 10 Model D schools. The breakdown of the numbers for Model 
C, Q and D schools according to the type of school is given in 
Table 1 .1. In addition to the schools mentioned in the table, 
there are also a number of Clinic and Hospital schools and 
Environmental Education Centres under the jurisdiction of the 
TED, which are classified as Model Q schools (Schoeman 1994). 
TABLE 1.1 Number of Model c, Q and D schools according to 
type 
NUMBER OF SCHOOLS ACCORDING TO TYPE 
(Figures as at 9 March 1994) 
Type of School Model c Model Q Model D Total 
Secondary Schools 250 2 4 256 
(One is 
a 
combine 
d 
school) 
Primary Schools 586 9 6 601 
Special Schools 16 6 - 22 
Pre-primary 117 nil - 117 
Schools 
I Total I 969 I 17 I 10 I 996 I 
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In contrast to the reason given for the original announcement of 
additional models, this change was necessitated by the economic 
climate at the time (February 1992): 
in order to balance the books the Department of 
Education and Culture, Administration: House of 
Assembly, had the choice either to reduce quite 
severely the number of teachers at schools or to stop 
providing the services for which it has traditionally 
been largely responsible - upkeep of the buildings; 
payment of accounts for services; provision of 
textbooks, and so on (SA DEC 1992:1-2). 
The then Minister, on a later occasion, gave further reasons for 
the establishment of Model C schools: 
Model C het juis as vertrekpunt grater ouerseggenskap 
by die skoal, grater ouerbetrokkenheid, grater 
aanvaarding van verantwoordelikhede ten opsigte van sy 
ei e kind deur die ouer en deur die wyer gemeenskap 
waarvan die kind en sy gesin deel ui tmaak (Marais 
1992:3). 
On 11 February 1992, following a meeting between the State 
President and the Teachers' Federal Council, the Office of the 
State President issued the following statement to clarify the 
goals to be achieved with the introduction of state-aided 
schools: 
Die doelwi tte wat nagestreef word is om met inagneming 
van die belange van leerlinge noodsaaklike 
kostebesparing te bewerkstellig, 
gemeenskapsbetrokkenheid te verbreed, standaarde te 
handhaaf en maksimale indienshouding van onderwysers 
te verseker (SA Office of the State President 1992). 
This emphasis on the responsibility of the parents, through their 
elected mouthpiece, the governing body, is also discernible in 
the provisions of section 31 ( 1) of the Education Affairs Act 
(House of Assembly) 70 of 1988 (SA 1988, sec 31(1)): 
Subject to the provisions of this Act, the management, 
control and executive power of a state-aided school 
shall vest in its governing body. 
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It is this devolution of certain powers and responsibilities from 
the Executive Departments of the Department of Education and 
Culture, Administration: House of Assembly to the parents (and 
exercised by them through the elected governing bodies of 
schools) that characterizes the management of Model C schools. 
Certain stipulations and limitations pertaining to this 
management model, which will be detailed in later chapters, have 
given rise to problems. 
A further problem arises from the stated aim of the ANC to bring 
the Model C system of finance and management under review (ANC 
1994:40). The Constitution (SA 1993, sec. 247(1) and (3)), 
however, makes special provision regarding these existing 
management models: 
The national government and the provincial governments 
as provided for in this Constitution shall not alter 
the rights, powers and functions of the governing 
bodies, management councils or similar authorities of 
departmental, community-managed or state-aided primary 
or secondary schools under the laws existing 
immediately before the commencement of this 
Constitution unless an agreement resulting from bona 
fide negotiations has been reached with such bodies 
and reasonable notice of any proposed alteration has 
been given. 
Should agreement not be reached in terms of subsection 
(1) or (2), the national government and the provincial 
governments shall, subject to the other provisions of 
the Constitution, not be precluded from altering the 
rights, powers, and functions of the governing bodies, 
management councils or similar authorities of 
departmental, community-managed or state-aided primary 
or secondary schools provided that interested 
persons and bodies shall be entitled to challenge the 
validity of any such al tera ti on in terms of this 
constitution. 
1.2 EXPOSITION OF THE PROBLEM 
The problems concerning the future management of South African 
schools fall into two main categories: the first of these 
relates to problems intrinsic to the management of Model C 
schools, namely, should this model be considered for retention, 
6 
and, if not, what model of school management should be used to 
replace it. The second category concerns problems connected with 
applying the stated ANC policy, as also reflected in the Draft 
White Paper (SA 1994) to the economic, educational and social 
realities of South Africa. 
The problem caused by the introduction of the Model C system of 
school management appears to have several aspects to it. 
The interpretation of exactly which powers and responsibilities 
have been devolved to the governing body and parents, and to what 
extent, is one aspect of the problem. This may be illustrated 
by referring to the section of the Act quoted above and the 
regulations pertaining to the powers, functions and duties of 
governing bodies and by comparing these with their interpretation 
by the Department of Education and Culture, Administration: House 
of Assembly (from here on referred to as DEC). 
The regulations relating to governing bodies of state-aided 
schools, excluding state-aided schools for specialized education, 
as promulgated by Government Notice R2932 (SA GN. No. R2932) and 
amended by Government Notice R441 (SA GN. No. R441) define the 
powers, functions and duties of governing bodies as follows: 
A governing body shall manage the property 
state-aided school and shall, subject to 
provisions of the Act, exercise control over 
state-aided school and its activities. 
of a 
the 
the 
A governing body may appoint one or more committees to 
advise it and, subject to the instructions of the said 
governing body, to perform such functions as the 
governing body may determine. 
A governing body may appoint to a committee referred 
to in sub-regulation (2), persons who are not members 
of the governing body: Provided that the governing 
body shall appoint one of its members as chairman of 
such a committee. 
A governing body may alter or invalidate any decision 
of a committee. 
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A governing body may, after consultation with the 
parent community and subject to the provisions of the 
Regulations Relating to the Conditions of Admission of 
Pupils to Public Schools (excluding Industrial and 
Reform Schools) and State-aided Schools, promulgated 
by Government Notice R703 of 30 March 1990, determine 
criteria for the admission of pupils to a state-aided 
school. 
A governing body may levy school fees and enforce 
payment thereof. 
The DEC is of the opinion that these powers do not imply that the 
governing body may enter those fields of education which are the 
exclusive responsibility of the profession, for example the 
determining of staffing policy, teaching and the approach to the 
curriculum (SA DEC sa:7). The Hunter Commission in its report 
on the organization, governance and funding of schools, states 
that" ... governing bodies are bodies that determine and adopt 
policies within the national and provincial visions for 
education. They may also advise the teachers where appropriate, 
without infringing on professional autonomy" (Hunter Committee 
1995: 56). The phrase "professional autonomy" is not defined and 
could, should the recommendations of the report be adopted, also 
lead to different interpretations. 
It is debatable whether such an interpretation is valid when the 
"exclusive responsibility of the profession" is not defined, and 
there is no specific provision in the Act or in the Regulations 
which supports such an exclusion, bearing in mind that the Act 
(SA 1988, sec. 30(1)) specifically vests the management, control 
and executive power of a state-aided school in the governing 
body, and Regulation 6(1) (SA GN. No. R691 as amended by SA GN 
No. R288) grants it control over the state-aided school and its 
acti vi ti es. 
In addition, the then Minister made it a condition for the 
payment of a subsidy that the professional activities of the CS 
educator may not be interfered with (SA TED 1993(a):3). 
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It is accepted that there are aspects of a teacher's work which 
should be recognized as falling within his professional domain 
and which should be excluded from interference by the governing 
body or by a member of the governing body in his capacity as a 
member of the governing body. The boundaries of this 
professional domain, however, remain to be defined. 
Another aspect of the problem is precisely how the governing body 
will execute its functions. Other aspects are: 
• Are parents sufficiently interested in the management 
of the school to exercise the responsibilities that 
have devolved on them? 
• Do parents have sufficient time available to manage a 
school at an optimum level of effectiveness and 
efficiency? 
• Do parents who accept management responsibilities have 
the necessary training and expertise in educational 
management to carry out these responsibilities? 
As far as the second category is concerned, the main problem 
appears to be to give substance to the stated vision and 
principles of the ANC regarding the governance (management) of 
education in South Africa (ANC 1994:22): 
Vision 
Governance at all levels of the integrated national 
system of education and training will maximise 
democratic participation of stakeholders, including 
the broader community, and will be oriented towards 
equity, effectiveness, efficiency, accountability and 
the sharing of responsibility. 
Principles 
• The structure of the education and training 
system and its governance will aim at nation-
building and the eradication of racialism, 
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tribalism, ethnicity and gender considerations as 
the basis of educational organization 
• Under the Interim Constitution, which defines the 
powers and responsibilities of the national and 
provincial levels of government, and in terms of 
the national policies for education and training, 
as much decision-making and executive 
responsibility will be devolved to local and 
institutional governance as it can sustain, in 
order to secure their full participation in the 
transformation and efficient management of the 
system 
• The system of governance in education and 
training will ensure a balance between the 
responsibilities of the national and provincial 
governments in relation to their legislatures, 
and popular participation in policy development 
and implementation · through structures of 
governance and consultation in order to ensure 
the most effective combination of responsiveness 
and accountability at each level of the system 
• The structures, processes and styles of the 
education and training bureaucracy will need to 
be transformed and reoriented to greater 
efficiency, public accountability and 
transparency 
As far as the ANC's policy proposals for schools is concerned, 
the following extract from their policy proposals for 
institutions is relevant and also highlights certain problems and 
possible contradictions (ANC 1994:26-27): 
Policy for institutional governance in the education 
and training system must take into account the extreme 
complexity of the existing formal situation and the 
virtual absence of effective participatory governance 
in Black schools. A major task lies ahead for the 
national and provincial governments and local 
manaaement authorities to create a functioning, 
democratically based aovernance system for South 
African schools [own underlining]. 
In principle, the governance structures of all schools 
should include parents, teachers and students (the 
latter at the secondary school level) as the elected 
representatives of the constituent groupings, together 
with representatives of the wider community served by 
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the school. These structures could be known as School 
Boards [not to be confused with the school boards 
under the previous dispensation]. The principal would 
be an ex officio member of the board. 
Democratic participation in the school governance must 
be distinguished from the responsibilities for the 
management and administration of the school which are 
vested in school principals. The relationship between 
the principal and the school board is extremely 
important for the well-being of the school community 
and the implementation of the school mission within 
the provincial and national policies. 
A process of induction and in-service training for 
school board members will be essential to ensure that 
they develop the capacity to exercise their 
responsibilities to the full. 
Under a democratic government, with a participatory 
structure of governance in the education and training 
system, the vital role of the school principal as 
leader in educational transformation must be clearly 
established. 
In the writer's opinion these contain the seeds of three main 
problems, namely: 
• No governance model is proposed. 
• Any governance model will have to make provision for 
schools that do not have a culture of participation in 
management as well as for schools where such a culture has, 
to a greater of lesser extent, been in existence for a 
number of years. This is also recognized by the Hunter 
Committee in its report. They recommend that all governing 
bodies be granted basic powers. In addition, they may be 
granted further negotiable powers (Hunter Committee 
1995:45). Regarding the negotiable powers they recommend 
that " ... each of these powers would be given only if the 
governing body could provide evidence of a capacity-
building to manage the functions in question and a will, on 
the part of the school community, to exercise these 
functions" (Hunter Committee 1995:45). 
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• The apparent contradiction between the principle of 
participation, on the one hand, and that democratic 
participation in school governance must be distinguished 
from the responsibilities for the management and 
administration of the school which are vested in the school 
principal, on the other hand (ANC 1994:26). 
1.3 PURPOSE OF THE STUDY 
The purpose of this study is, firstly, to attempt to clarify 
exactly what the problems are and to suggest answers to the 
various aspects of these problem mentioned above. Then, 
secondly, to use the answers obtained to suggest a model which 
will satisfy the needs of both the parents whose children at 
present attend Model C schools, the stated policy of the ANC and 
the government and the principles of effective educational 
management. Attention will be paid to the role that the 
principal may play in facilitating the involvement of all the 
role players so that, together, they may design and implement 
effective management procedures and structures in schools with 
the potential to improve the management of these schools and, in 
so doing, improve the effectiveness of the education provided. 
1.4 RESEARCH METHODS TO BE FOLLOWED 
A study was made of the literature on self-management of schools. 
The literature was also searched for references to the management 
of state-aided, Model c schools. 
Questionnaires to establish the perceptions of the various role-
players in Model C schools, as well as to establish the existence 
of problems and problem areas, were sent to a random sample 
chosen from each of the following groups of role-players: 
• Principals of state-aided schools 
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• Teachers, other than principals, at state-aided schools 
• Members of governing bodies of state-aided schools 
• Standard 10 pupils at state-aided schools 
1.5 TERMINOLOGY AND DEFINITIONS 
As some of the terms and abbreviations used in this thesis have 
particular, and even legal, meanings, it was felt necessary to 
define these terms. 
• DEC: The Department of Education and Culture, 
Administration: House of Assembly 
• Department: The Transvaal Education Department 
• Model C school: An ordinary state-aided school 
• Parent: In relation to a child, means the parent of such 
child or the person in whose custody the child has been 
lawfully placed (Act 70 of 1988) 
• State-aided school: An education institution declared to 
be a state-aided school under section 29 ( 2A) (Act 70 of 
1988) 
• TED: The Transvaal Education Department, one of the 
executive education departments of the DEC 
1.6 PLAN OF THE STUDY 
The study will follow the following scheme: 
• In Chapter One a brief outline of the education models is 
given; the problem is stated and the method to be used to 
find a solution to the problem is set out. 
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• Chapter Two comprises a literature study of certain aspects 
of regarding the self-management of schools. 
• Chapter Three will contain a discussion of the legislative 
basis of the state-aided system of school management and 
its interpretation by the previous Department of Education 
and Culture, Administration: House of Assembly; 
management tasks and areas within the state-aided school; 
the role of the principal in the management of state-aided 
schools and the vision, the mission, shared values and the 
goals of state-aided schools. 
• In Chapter Four the results of the empirical study, namely 
the responses to questionnaires sent to principals (two 
questionnaires), chairmen of governing bodies, teachers and 
Std 10 pupils at state-aided (Model C) schools, will be 
dealt with. 
• In Charter Five the topics discussed in the literature 
study (Chapter Two) and Chapter Four will be related to the 
results of the empirical study, and to various models for 
the self-management of schools with a view to developing a 
self-management model for South African schools. 
Some suggestions regarding possible future research will 
also be made. 
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2. LITERATURE STUDY OF SOME ASPECTS OF SELF-MANAGING 
SCHOOLS 
2.1 INTRODUCTION 
Section 31 of the Education Affairs Act (House of Assembly) 70 
of 1988 stipulates that the management of state-aided schools 
shall be vested in its governing body, while the regulations (SA. 
Government Notice R2932: 2-104B) relating to these governing 
bodies allow for the election of parents and members of the 
community to governing bodies, as well as for the appointment of 
further members by a sponsoring body, should there be one. The 
powers, duties and functions of governing bodies are also 
determined by the same regulations (SA. Government Notice 
R2932: 2-104F). 
The inclusion of parents, members of the community and, possibly, 
of the business community in the governing body, means that 
schools are effectively committed to a participative style of 
management. Moreover, the duties presently assigned to the 
governing bodies, in turn, result in a certain degree of 
decentralization of school management. 
The new South African Constitution of 1993 provides as follows 
for the continuance of the above-mentioned arrangements: 
The national and the provincial governments as pro-
vided for in this Cons ti tu ti on shall not alter the 
rights, powers and functions of the governing bodies 
of ... state-aided primary or secondary schools 
under laws existing immediately before the commen-
cement of this constitution unless an agreement 
resulting from bona fide negotiation has been reached 
with such bodies, and reasonable notice of any pro-
posed alteration has been given. (SA. 1993, sec. 
247(1)) 
A study of the literature dealing with decentralization of and 
participation in the management of schools should, therefore, 
1 5 
prove relevant to understanding the management problems faced 
by principals of state-aided (Model C) schools. 
For the purposes of this study, decentralization is defined as 
the extent to which authority to make decisions is distributed, 
firstly on the macrolevel, to Model C schools, and, secondly, on 
the mesolevel and microlevel within such schools. 
The above-mentioned definition is based on the definitions of 
Minzberg ( 1979: 181 ) , Brown ( 1990: 36) and Harding ( 1987: 21 ) . 
Although these are not South African authors, their definitions 
are, in the opinion of the researcher, applicable to so-called 
Model C schools in South Africa. The above-mentioned definition 
implies that decentralization and centralization are not 
absolutes but should be treated as two ends of a continuum 
(Mintzberg 1979:185). The second aspect of this definition of 
decentralization addresses the issues of who and to what extent 
persons other than the principal and the governing body are in-
volved in the management of the schools and this, in turn, in-
dicates the extent to which the school practises participative 
management. 
Brown (1990:60) differentiates between two forms of decentral-
ization, namely organizational and political decentralization: 
One form [of decentralization] is strictly organ-
izational, in which the central office may delegate 
authority to make decisions to specific levels further 
down the hierarchy. Political decentralization implies 
some form of semi-autonomous local control, perhaps 
via ... elected officials. 
Two differences between the forms are quite 
apparent. One is that administrative action can 
recentralize an organization that is organizationally 
decentralized. But when the structure is politically 
decentralized, recentralization would likely call for 
legislative action. The other difference is the 
method of accountability of personnel. In the first 
instance, personnel are accountable to those higher in 
the organization; in the second, they are more 
accountable to the persons who elected them. 
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Both these forms of decentralization may be discerned in the 
South African Model C schools. The powers, functions and duties 
granted to governing bodies in terms of Act 70 of 1988 are an 
example of political decentralization as they can only be re-
pealed by legislative action. Powers, functions and duties dele-
gated to sub-committees of the governing body, parent committees, 
teachers and pupil committees are a form of organizational de-
centralization as they may be recalled at any time. 
According to Brooke (1984:77) decentralization to a particular 
level may imply centralization from that level downwards. This 
suggests that if certain powers were decentralized to, for in-
stance, the governing body of Model C schools, the management of 
the schools themselves could still remain centralized in the 
hands of the governing body and the principal. 
Mintzberg (1983:235) identified two dimensions of decentraliza 
tion, each of which consists of two aspects. 
The first of these dimensions concerns organizational situations 
where power is decentralized. The two aspects of this dimension 
are vertical and horizontal decentralization (Mintzberg 
1983:235). In a school, vertical decentralization would refer 
to the extent to which authority is shared down the hierarchy, 
from principal to deputy to head of department to teacher. 
Horizontal decentralization refers to the extent to which in-
formal power flows to non-managers (Mintzberg 1983:236). In the 
case of Model C schools, this could refer to authority shared 
with sub-committees of the governing body or teacher, parent and 
pupil committees. 
The second dimension concerns the extent to which the decent-
ralized power is focused. The two aspects of this dimension are 
selective and parallel decentralization (Mintzberg 1983:236). 
Mintzberg (1983:236) defines these two aspects as follows: 
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In selective decentralization, the power over dif-
ferent kinds of decisions is dispersed to different 
places in the organization, while in parallel de-
centralization, the power for many kinds of decisions 
concentrate in the same place. 
Both these aspects of the focus of decentralization are to be 
discerned in the Model C system of school management. Selective 
decentralization is to be seen in the fact that only certain 
powers have been allocated to governing bodies, while other 
powers, notably those to do with professional matters, are 
retained by the education department. The fact that governing 
bodies have been granted decision-making power over such diverse 
matters as managing the school property, determining criteria for 
the admission of pupils and appointing staff (SA. Government 
Notice R2932:2-104B), is characteristic of parallel decentral-
ization. 
Brown (1990:49) points out that there are two assumptions behind 
decentralization, namely " ... a tolerance of disorder and the 
belief that important knowledge rests with lower-level organ-
izational units". 
Both these assumptions are important to the management of Model 
C schools, as a certain amount of disorderliness is essential for 
creative freedom (Schumacher 1973:243), and there is a large 
reservoir of knowledge present among members of the school as an 
organization, such as teachers, parents and pupils, who may be 
involved in the management of a school. 
Having looked at a definition of decentralization as well as at 
forms, dimensions and aspects of decentralization as discussed 
in the literature, and having related these to the management of 
Model C schools, it is at this stage of our discussion necessary 
briefly to give attention to what some of the more recent 
literature has to say about the reasons for decentralization. 
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2.2 THE REASONS FOR DECENTRALIZATION 
According to Lauglo and McLean (1985:9) there are three kinds of 
rationales, or reasons for decentralization, namely, ad-
ministrative, political and ideological. 
Administrative rationales include the arguments 11 that 
centralized systems are slow and cumbersome; that centralization 
creates barriers between specialized personnel at local level; 
that centralization creates passive conformity; and that local 
autonomy is associated with dynamic innovation" (Lauglo & McLean 
1985:10). 
According to Weiler (1990:437) 11 ••• decentralization may yield 
considerable efficiencies in the management of education systems. 
This claim involves two sets of expectations: (a) that greater 
decentralization will mobilize and generate resources that are 
not available under more centralized conditions and (b) that 
decentralized systems can utilize available resources more 
efficiently". 
However, he goes on to warn that 11 in the short term, de-
centralization may involve a certain loss of efficiency as a 
result of diminished economies of scale; over the medium to long 
term, however, the expectation is that decentralized systems of 
governance will use available resources more wisely and ef-
ficiently . ... The validity of this argument rests very much on 
whether there is going to be a favorable trade-off between the 
loss of economies of scale on the one hand and enhanced efficien-
cy in the use of resources on the other" (Weiler 1990: 437-438). 
In addition, Lauglo and McLean ( 1985: 1 0) make the following 
interesting observation regarding decentralization: 
Decentralization is advocated because it is believed 
that this process will achieve the broader aims [of 
19 
achieving equality of opportunity and orientation of 
education to the needs of the economy J more effec-
tively than centralization. 
They also warn, however, that 11 what are claimed to be neutral 
administrative justifications require closer examination for 
their ideological and political content" (Lauglo & McLean 
1985:11). 
These authors ( Lauglo and McLean 1985: 11) put forward the 
following three political reasons for decentralization: 
Governments may decentralize educational ad-
ministration because the demand for local control is 
great and it is less threatening to central power to 
concede to these demands than to resist them. 
A more common political motive in recent years has 
been the desire of central governments to diffuse the 
animus stimulated by the reduction of educational 
expenditure by extending the educational powers of 
local authorities ... decentralization of educational 
control can be part of a process of shifting power 
from one group to another as a means of strengthening 
political power. 
Weiler (1990:437) is of the opinion that the political reasons 
for decentralization are often opposed by a desire for central-
ization and he makes the following observation: 
Considering this basic incompatibility between the 
power-sharing logic of decentralization and the 
interests of the modern state in maintaining control, 
it is not surprising that forms of decentralization 
that involve genuine redistribution of authority re-
main rather scarce in today's world. Wherever they 
are attempted, they tend to raise concerns over the 
loss of control or lead to questions whether the 
central authorities are satisfied that ... they have 
retained sufficient involvement in the shaping of 
policy. 
According to Lauglo and McLean ( 1985: 11) II politically 
motivated educational decentralization has, as its context, idea-
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logical justifications and some of these need to be examined to 
illuminate the urge to decentralize". 
In general terms, they see ideological reasons for decentral-
ization as follows: 
... conceptions are held of the nature of individual 
needs, rights and psychology; of the character of 
social organizations; and of the relationship of 
knowledge and its transmission to these individual and 
social characteristics. Conceptions are held also of 
the way that society will or should develop, of what 
individual rights ought to be promoted and of what 
knowledge is worthwhile. Educational decentralization 
is supported because it appears to be consistent with 
these perceived developments either in an actual or 
desired form. 
Local control is supported because activity and 
participation by the individual or small groups of 
individuals is seen to be liberating and fulfilling. 
There are two main philosophical sources for this view 
- first the Christian conception of the individual 
answerable to his or her God, and secondly the concept 
of wholeness and completeness particularly in op-
position to the dehumanizing, alienating character of 
industrial or urban society (Lauglo & McLean 1985:12). 
Weiler (1990:438) is of the opinion that a further reason for 
decentralization has to do with the culture of learning and " 
centralization is seen as producing a mismatch between a 
student's and a school's specific learning environment on the one 
hand, and a centrally defined learning agenda or curriculum on 
the other. A variant of the same argument has to do with the 
language of instruction in multi-lingual societies, where initial 
instruction in the students' mother tongue, which is likely to 
be a local or subnational language, is seen as providing a more 
functional bridge between learning at home and learning in the 
school". 
This latter reason provides a powerful argument in favour of 
decentralised education in South Africa with its variety of 
cultures and languages. 
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Another strong argument in favour of decentralization according 
to Weiler (1990:348) " ... is the increasingly intense debate 
over the "deskilling" of teachers who have less control over 
curriculum content and instructional decisions under increasingly 
centralized systems". 
Weiler (1990:440) also identifies conflict management as a reason 
for decentralization and he puts forward the following arguments 
in support of the validity of his line of thought: 
Because the resolution and elimination of conflict by 
central fiat usually proves unrealistic, the manage-
ment of conflict becomes a critically important 
challenge in educational policy. 
It is in this context that decentralization potential-
ly becomes a very significant strategy for coping with 
highly conflictual situations. The overt advantage of 
decentralization from the point of view of conflict 
management is that it allows the state to diffuse the 
sources of conflict and to provide additional layers 
of insulation between them and the rest of the system. 
Weiler (1990:441), moreover, suggests that decentralization can 
act as compensatory legitimation. He states that " the 
modern state faces a particularly severe challenge in terms of 
the erosion of its own legitimacy" and claims that there are two 
reasons for this. Firstly, the problem with legitimacy of the 
modern state seems, partly at least, to lie in its overcent-
ralized nature. The second reason, Weiler (1990:441) maintains, 
is more directly related to education. It is that the resurgence 
of cultural regionalism, of local languages, dialects, and 
cultural traditions, and of subnational alternatives to a 
national cultural identity have pointed to the limitations of 
centralization in education. 
Decentralization, therefore, has a dual utility that makes it 
particularly attractive as a means of bolstering legitimacy 
(Weiler 1990:441). 
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Van Schalkwyk (1988:207) is of the opinion that decentralized 
authority promotes principles such as flexibility, adaptability 
and freedom, which, in the opinion of the researcher, are 
important conditions for innovation and reform. 
2.3 OBJECTIVES OF DECENTRALIZATION 
Although Brown ( 1990: 35) differentiates between two forms of 
decentralization, namely organizational and political, he only 
deals with the objectives for organizational decentralization. 
These according to him (Brown 1990: 73-99), are flexibility, 
accountability, productivity and change and " the idea of 
flexibility is used to mean the ability to respond within a 
reasonable time. However. it can be enlarged to include the 
notion not just of accommodating immediate needs, but also of 
taking initiatives, some of which may result in innovations, 
although they may not be unique or even novel at all" (Brown 
1990:73). 
Kogan (1986:25) defines accountability as" ... a condition in 
which individual role holders are liable to review and the 
application of sanctions if their actions fail to satisfy those 
to whom they are in an accountable relationship". 
Both in South Africa and overseas, much has been written about 
educational accountability and many models for it have been 
proposed, especially in overseas publications. The probl~m with 
accountability within an education system, including a decentral-
ized system, is that " whilst education is financed and 
sponsored as a public activity, it is offered in institutions 
which are largely closed to public scrutiny and difficult to 
supervise from the outside" (Kogan 1986:17). 
Brown's (1990:76) observation that" ... goals may be subverted 
unless the mechanisms for accountability are well-connected to 
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organizational aims" is also relevant to decentralized education 
systems. 
Caldwell and Spinks (1988:20) provide the following clear 
rationale for accountability in schools: 
The school must be managed within a framework of 
national, state, and local guidelines. The school 
must be able to demonstrate that these guidelines have 
been honoured. 
The importance of accountability in decentralized 
further stressed by Hattie (1990:115): 
systems is 
The move away from centralized control of schools in· 
the name of greater autonomy contributes precisely to 
greater ignorance of what is going on in different 
schools. 
2.4 ADVANTAGES AND DISADVANTAGES OF DECENTRALIZATION 
Decentralization has both advantages and disadvantages. 
According to Van Schalkwyk (1988:225) these are: 
Advantages: 
• the individual and smaller groups benefit because 
they can share education according to their 
specific needs; 
• many more people become involved in and respon-
sible for education; 
• the involvement of society enriches education 
with all the possibilities which it possesses in 
its own ranks which can then be utilized on 
behalf of education; 
• greater justice is done because, under this form 
benefit more from education; 
to 
of 
• it is more innovation-directed; 
the individual 
control, he can 
• it promotes the unfolding of the forces of civi-
lization, that is, the abilities of individuals; 
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• education is more varied and differentiated; and 
• it gives petition 
wrongly. 
rise to 
may be 
competition. However, com-
disadvantageous if utilized 
Disadvantages: 
The 
• it can often give rise to unnecessary duplication 
and uneconomical duplication of the facilities 
and services; 
• education is poorly coordinated and standardized; 
• local needs and interests carry greater weight 
than national needs; 
• it easily causes isolation between groups, and 
unity is lost in this way; this may even lead to 
conflict and discrimination; and 
• the education system becomes too unwieldy and, 
consequently, reacts more slowly to change and 
innovation; there are too many "channels" 
through which matters must progress. 
last disadvantage mentioned by Van Schalkwyk is more a 
disadvantage of a centralized, bureaucratic system with its 
numerous hierarchical strata than of a decentralized system, 
where decisions can be made at school level without passing 
through the many "channels" mentioned by him. 
2.5 SCHOOL-BASED MANAGEMENT AS A FORM OF DECENTRALIZATION 
Decentralization, as has been pointed out earlier in this 
chapter, may take various forms. It has also been pointed out 
that total centralization and total decentralization are the 
poles of a continuum. 
The extent to which an education system is decentralized may 
also, therefore, vary. In any education system, control may , 
for instance, be decentralized to state or provincial, local or 
even school level. Different aspects of education may be 
decentralized to varying degrees. For example, financial control 
may be devolved to the school level, while control over the 
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curriculum may be highly centralized. 
these parameters are legion. 
The permutations within 
In this thesis the researcher will confine himself to that form 
of decentralization where control over at least some aspect of 
educational management is decentralized to school level. This 
form of decentralization is known variously as school-based 
management (Lewis 1989, Brown 1990, Chapman 1990), site-based 
management (Candoli 1991), the self-managing school (Caldwell & 
Spinks 1988), local financial management or local management of 
schools (Cave & Wilkinson 1990, Sayer 1993) and, in South Africa, 
state-aided or Model c schools. 
In the rest of this chapter it will become apparent that these 
terms refer to forms of educational governance that, although 
they differ in many respects, have some degree of decentraliza 
tion of control to school level in common. 
2.5.1 Definitions of educational governance and educational 
management 
The term governance is today widely used in the literature on 
educational management. The Concise Oxford Dictionary (1976, 
s.v. 'governance') defines governance as an act, manner, fact or 
function, of governing. Swanson (1989:268) defines it as making 
and administering public policy on education. The term, 
therefore, appears to include legislation for and management of 
education from government level down to local or school level as 
well as documents of policy declaration. The ANC seems to use 
it in preference to the terms management or administration (ANC 
1994:20). 
In this thesis the term educational management will be used in 
preference to education governance, except when quoting directly 
from a source. 
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Van der Westhuizen (1991:55) defines educational management as 
follows: 
Management is a specific type of work in education 
which comprises those regulative tasks or actions 
executed by a person or body in a position of author-
ity in a specific field or area of regulation, so as 
to allow formative education to take place. 
The same author (Van der Westhuizen 1991:55-56) points out that 
this definition has the following implications: 
• That management is a specific kind of work in 
education 
• That educational management is concerned with the 
"externa" of teaching and learning and thus makes 
effective teaching and learning possible 
• That management comprises a number of regulative tasks 
or actions 
• That management is brought into effect in a specific 
area of regulation 
• That authority is essential for good management 
• That the aim of educational management is the reali-
zation of formative education in a unique way 
• That management is a human act, that people are 
involved and that it is therefore subject to norms 
• That management is an interwoven act 
• That management 
ganization, i.e. 
takes place in rel a ti on to 
the school as organization 
an or-
The Model C, or state-aided, system of school management, as a 
particular form of educational management, should be measured 
against this definition and its implications. The same applies 
to other systems of decentralized school management. 
2.5.2 Definitions of certain decentralised systems of school 
management 
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No comprehensive or clear-cut definition of the Model C system 
as such was found in the literature. It may, however, be defined 
by the researcher for the purposes of this study as a system of 
educational management in which certain powers in certain 
specific areas of regulation are devolved to school level to be 
exercised by a body called the governing body, while other powers 
are retained by higher levels of management. 
Lewis (1989:20-22), while not providing a universal definition 
for school-based management, states that: 
In a general sense, school-based management enables 
policies to be set, objectives to be established, 
performance standards to be defined, performance 
criteria to be articulated and other programme-regula-
tion guidelines to be established. School-based 
management is proactive and positive. It is an active 
style of managing schools rather than one which is 
reactive and passive. It requires school ad-
ministrators to set policies that both teachers and 
they themselves can follow . ... School-based manage-
ment does not allow teachers to do their own thing 
without appropriate policies, procedures and guide-
lines . ... There is absolutely nothing laissez-faire 
about this style of management . ... Within the struc-
ture of policies, guidelines and controls, school-
based management permits, encourages and expects 
teachers and support staff to plan, perform, and 
control their jobs with the highest possible degree of 
self-management. 
This author (Lewis 1989:19) further elaborates as follows 
concerning the present relevant situation in the United States 
of America: 
Each school district that has implemented school-based 
management defines it differently. East Baton Rouge 
Parish School District defines it as: 
" one way of improving community participation and 
dealing with better use of limited resources". 
Dade County Public School System in Miami, Florida defines 
it as: 
" ... a planning and decision making process shared by those 
persons at the school 1 evel who are charged with the 
delivery of educational services to students". 
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Monroe School District in Key West Florida defines it as: 
" a system of decentralized educational management 
providing for a balance between school level and district 
level decision making authority, responsibility and accoun-
tability; and ensuring that the educational needs of the 
community and its students are met in the most effective 
way". 
Nemeth ( 1989: 1 5) quotes Bruce Goldberg as saying that " 
school-based management is the notion that the school districts 
ought to allow those working at individual school sites the 
authority and responsibility for making as many of the decisions 
as possible regarding the education, organization and ad-
ministration of the schools". 
Malen, Ogawa and Kranz ( 1990: 32) in essence agree with these 
definitions but add that, among other things, it is characterized 
in the following manner: 
A formal structure ... often composed of principals, 
teachers, parents, and, at times, students and com-
munity residents is created so that these actors can 
be directly involved in school-wide decision making. 
The formal authority granted site participants may be 
circumscribed by existing policies, procedures, 
contractual agreements, or accountability provisions, 
but site participants are afforded substantial dis-
cretion. 
Lindquist ( 1989: 404) agrees that " teachers, principal, 
parents, community members and students of the local school" are 
included in the decision-making structures of school-based 
management. 
White (1981 :1) introduces a new dimension to school-based 
management with her assertion that " ... school-based management 
refers to a programme or philosophy adopted by schools or school 
districts to improve schools by increasing the autonomy of the 
school staff to make school site decisions" (emphasis mine). 
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The importance of finance to school-based management is il-
lustrated by the following reply given by an unnamed educator 
quoted by Brown ( 1990: 9) when asked to define school-based 
management: 
Basically a pot of money is given to the school and 
the school makes decisions as to how to use that money 
to acquire the resources necessary to provide an 
educational programme. Those decisions are made 
through consul ta ti on with general staff, ideally in 
conjunction with known, stated, and measurable educa-
tional objectives. 
Caldwell and Spinks (1988:5), pioneers in the field of decentral-
ized educational management, summed up this movement in the 
following terms: 
The common thread in all of these developments [in 
Britain, Canada, Australia and the USA] has been the 
shift of power to make certain kinds of decisions from 
a central authority to a school. In each instance, 
the school has continued to work within a framework of 
legislation, policies and priorities determined by the 
central authority. These decisions have been con-
cerned with the allocation of resources, in the narrow 
financial sense in all instances, but often in the 
broader sense in the areas of curriculum, personnel 
and facilities. In general the intent has been to 
fo?ter a measure of self-management in the school. It 
is for this reason that we have coined the term 'self-
managing school' to describe the kind of school which 
results from these efforts. 
They (Caldwell & Spinks 1988:5, Caldwell & Spinks 1992:4-5) then 
propose the following definition of a self-governing school as 
well as of the term "resource": 
We define a self-managing school as one for which 
there has been significant and consistent d?centrali-
zation to the school level of authority to make 
decisions related to the allocation of resources. 
This decentralization is administrative rather than 
political, with decisions at the school level being 
made within a framework of local, state or national 
policies and guidelines. The school remains account 
able to a central authority for the manner in which 
resources are allocated. 
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Resources are defined broadly to include knowledge 
(decentralization of decisions related to curriculum, 
including decisions related to the goals or ends of 
schooling); technology (decentralization of decisions 
related to the means of teaching and learning); power 
(decentralization of authority to make decisions); 
materiel (decentralization of decisions related to the 
use of facilities, supplies and equipment); people 
(decentralization of decisions related to the al-
location of people in matters related to teaching and 
learning, and the support of teaching and learning); 
time (decentralization of decisions related to the 
allocation of time); and finance (decentralization of 
decisions related to the allocation of money}. 
Since the publication of Caldwell and Spinks's first book (1988), 
grant-maintained schools were introduced in Britain. These 
schools, created in terms of the British 1988 Education Reform 
Act, form a new category of school which offer free education for 
all their pupils. They differ from schools controlled by Local 
Education Authorities in so far as the governors of a grant-
maintained school are responsible for all aspects of the running 
and functioning of the school. This is made possible through 
funds made directly available to the governors by the Secretary 
for Education and Science. It should be emphasized that a grant-
maintained school is not a private or independent school as it 
continues to offer free education paid for by the State (Davies 
& Anderson 1992:12) 
Caldwell and Spinks's definition of the self-managing school, in 
the researcher's opinion, provides a useful measure to determine 
the degree to which the management of a school has been de-
centralized and the extent to which it may be regarded as being 
self-governing. In terms of this definition, the Model C system 
of school management provides for a very limited degree of 
decentralization and hence of self-management, especially if 
Caldwell and Spinks' s def ini ti on of resources is taken into 
account. 
2.6 THE SELF-MANAGING SCHOOL 
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The definitions quoted in paragraph 2.5.2 of this thesis allow 
one to form some picture of what is meant when speaking of a 
self-managing school. It is, however, necessary to look at the 
ways in which these definitions have been actualized, and at the 
factors which influenced them to assume the forms that they did. 
The roles assumed by the various role-players in practise also 
need to be explored. 
When considering the self-managing school, it should be remem-
bered that education is future-oriented: Its task is to prepare 
its students by means of educative teaching to function suc-
cessfully in an environment that does not yet exist. Students 
need to be equipped with skills and a mind-set that will provide 
a foundation for entering their future world - one which is 
flexible enough to allow them to adapt to changing circumstances. 
Educational management at all levels must thus be geared to 
creating an environment within which such a future-oriented 
system of education can operate. 
Predicting the future is an uncertain task. A "best guess" would 
seem to be that the future will be marked by change and that the 
rate of change is likely to be even more rapid than at present. 
According to Toffler ( 1991: 152) " ... rapid change means chance. 
It means uncertainty. It means competition from the least 
expected quarter. It means new technologies, new kinds of 
skills and workers, and wholly unprecedented economic con-
ditions". 
Caldwell and Spinks (1992:5) state that their" ... appraisal of 
the scope of change is consistent with Drucker's (1980:5) warning 
that "the greatest and most dangerous turbulence ... results from 
the collision between the delusions of the decision makers, 
whether in governments, in top managements of business, or in 
union leadership, and the realities". 
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Drucker (1980:5), however, is also optimistic about times of 
change and turbulence and makes the following thought-provoking 
statement: 
... a time of turbulence is also one of great oppor-
tunity for those who can understand, accept, and 
exploit the new realities. It is above all a time of 
opportunity for leadership. 
A number of writers have identified what they consider to be the 
above-mentioned realities and used them in an attempt to predict 
future trends. Sayer ( 1993: 2) states that " from an 
investigation of shared insights and from different disciplines 
and occupations it appears to be self-evident that we should 
work on some or all of the following three assumptions: 
• that social, political and economic development 
will be more internationally than nationally 
determined; 
• that the pace of discovery and change should be 
expected to continue to accelerate; 
• that planetary survival will depend on change and 
discovery being harnessed to ecological care, and 
on sharing and reducing need for scarce resour-
ces". 
Sayer (1993:2) then postulates that three more broadly related 
assumptions for organized human activity might be : 
• that the practices and social effects of 
high-technology human-scale operation will 
replace those of labour-intensive and fac-
tory-oriented industrial economies; 
• that more flexible, less secure and more self-
determined work habits and interludes will re-
place established career development patterns and 
unproductive leisure and unemployment; 
• that activities will be organized around specific 
projects and programmes, and be less centred on 
permanent institutions. 
Sayer (1993:3) continues to outline the effects that the above-
mentioned assumptions could have on education as follows: 
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... educators will need to find new systems and sets 
of relationships. For example: 
• progressive replacement of classical bureaucratic 
organizations, whether in the local education 
service or its wider systems, by more par-
ticipative models (own emphasis); 
• the habit for new task groups to form according 
to demands and new priori ties, replacing position 
and tenure in particular establishments; 
• sharing and rotations of responsibility according 
to skills required for particular activities; 
teamwork combining skills replacing individual 
positional power; 
• connections with other organizational cultures 
and patterns, and the ability to develop inter-
team co-operative activity in education and 
related services. 
He (Sayer 1993:4-6) also predicts the following for education: 
• An education service which concentrates on one 
age-band, 5-16, with minority opportunities 
shortly before and after that, is not in contact 
with social changes. 
• The demand for human time and energy will grow in 
service industries rather than in manufacturing 
centres. A society which wishes for full employ-
ment and for full use of skills must change its 
notion of fullness, both in hours each week and 
in the span of years. Changing work requires a 
constant cycle of retraining (own emphasis). 
• There will either be career satisfaction for a 
minority with constantly developing skills, 
leaving a majority outside the skills and infor-
mation network in casual service, or there will 
be a concerted policy and training programme to 
extend skills and share opportunities. 
• A learning and contributing society will only be 
brought about and sustained if there is a co-
ordinated policy to extend opportunities for 
education, training and employment across divi-
sions of gender, ethnic and social origin, region 
and age. 
• Changing priori ties will be reflected in the 
education service. There will be at the same 
time new alignments between education and train-
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ing, education and social services, and education 
and cultural activity. 
• There will be pressure for education for pur-
poseful leisure. 
• Education will be seen not only as a consumer of 
wealth, but as a creator of economic resources. 
• Education will be involved in the quest for a new 
ethic for survival. 
• ... community education will be the basis of an 
organized local service, with plant and facili-
ties related to community-wide and lifelong 
learning. The prime function of teachers will be 
as tutors to the whole community. 
• Education will demonstrate the technologies of 
environmental care and economic use of resources 
at the heart of educational programmes and the 
way they are organized. 
Naisbitt (1984:1-2) identifies ten major trends which he main-
tains will define the new society. These trends he calls mega-
trends. He describes them as follows: 
• Although we continue to think we live in an 
industrial society, we have in fact changed to an 
economy based on the creation and distribution of 
information. Industrial society 7 Information 
society 
• We are moving in the dual direction of high 
tech/high touch, matching each new technology 
with a compensatory human response. Forced tech-
nology 7 High tech/High touch 
• No longer do we have the luxury of operating 
within an isolated, self-sufficient, national 
economic system; we now must acknowledge that we 
are part of a global economy. National economy 
7 World economy 
• We are restructuring from a society run by short-
term considerations and rewards in favour of 
dealing with things in much longer-term time 
frames. Short term 7 Long term 
• In cities and states, in small organizations and 
sub-divisions, we have rediscovered the ability 
to act innovatively and to achieve results - from 
the bottom up. Centralization 7 Decentralization 
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• We are shifting from institutional help to more 
self-reliance in all aspects of our lives. 
Institutional help ~ Self-help 
• We are discovering that the framework of repre-
sentative democracy has become obsolete in an era 
of instantaneously shared information. Represen-
tative democracy ~ Participative democracy 
• We are giving up our dependence on hierarchical 
structures in favour of informal networks. 
Hierarchies ~ Networking 
• More Americans are living in the South and West, 
leaving behind the old industrial cities of the 
North. (This is symptomatic of the move away from 
an industrialized society.) North~ South 
• From a narrow either/or society with a limited 
range of personal choices, we are exploding into 
a free-wheeling multiple option society. 
Either/or ~ multiple options 
In a more recently published book, Naisbitt and Aburdene 
( 1990: 12-13) maintain that " these shifts continue pretty 
much on schedule. But they are now only part of the picture as 
we enter the 1990's and a new set of forces come into play. 
As we enter this new decade, our candidates for the most 
important, the overarching trends influencing our lives are: 
• The booming global economy of the 1990's 
• A renaissance of the arts 
• The emergence of free-market socialism 
• Global lifestyles and cultural nationalism 
• The privatization of the welfare state 
• The rise of the Pacific rim 
• The decade of women in leadership 
• The age of biology 
• The religious revival of the new millennium 
• The triumph of the individual" 
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They (Naisbitt & Aburdene 1990:12) defend the telegraphic style 
of this list of megatrends by saying that although the practise 
of dividing the world up into a list of megatrends might seem a 
bit too arbitrary and simplistic, the purpose is to establish a 
categorical foundation on which a greater depth of knowledge can 
be built. 
These mega trends appear to be in broad agreement with the 
writings of others such as Drucker ( 1980, 1992) and Toffler 
(1991). 
Furthermore, Caldwell and Spinks (1992:6) believe that " ... it 
is likely that most [trends] will influence or be associated with 
developments in education in the 1990's, with implications for 
the management of education in each instance". They, therefore, 
set about searching for such trends in education and suggested 
the following relevant ones (Caldwell & Spinks 1992:7-8): 
• Some trends in education have been under way for 
a sufficient time and have sufficient depth and 
strength that they constitute megatrends in 
education. They appear to be associated with 
and largely a consequence of the mega trends 
described by Naisbi tt and Aburdene, thus jus-
tifying the use of the word in a special field. 
Each shapes the developments in particular areas 
within the broader field of education. Each is 
stated in the future tense, al though current 
strength is evident in most instances. 
• There will be a powerful but sharply focused role 
for central authorities, especially in respect to 
formulating goals, setting priorities, and buil-
ding frameworks for accountability. 
• National and global considerations will become 
increasingly important, especially in respect to 
curriculum and an education system that is re-
sponsive to national needs within a global eco-
nomy. 
• Within centrally determined frameworks, govern-
ment schools will become largely self-managing, 
and distinctions between government and non-
government schools will narrow. 
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• There will be unparalleled concern for the provi-
sion of a quality education for each individual. 
• There will be a dispersion of the educative 
function, with tele-communications and computer 
technology ensuring that much learning which 
currently occurs in schools or institutions at 
post compulsory levels will occur at home and in 
the workplace. 
• The basics in education will be expanded to 
include problem-solving, creativity and a capa-
city for life-long learning and relearning. 
• There will be an expanded role for the arts and 
spirituality, defined broadly in each instance; 
there will be a high level of "connectedness" in 
curriculum. 
• Women will claim their place among the ranks of 
leaders in education, including those at the most 
senior levels. 
• The parent and community role in education will 
be claimed or re-claimed. 
• There will be unparalleled concern for service by 
those who are required or have the opportunity to 
support the work of schools. 
These predictions are, in themselves, a powerful argument in 
favour of self-managing schools. Other reasons, from the fields 
including politics, economics, school effectiveness and profes-
sionalism, are also given by other writers. 
2.6.1 Reasons for the establishment of self-managing schools 
In paragraph 2.2 of this thesis some reasons for decentralization 
quoted in the literature were given. The literature also men-
tions some possible reasons for the establishment of self-
managing schools. 
Caldwell and Spinks ( 1988: 5-9) have found reasons for self-
management of schools in fields such as economics, 
organization theory, school effectiveness and the 
increased professionalism among teachers. 
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politics, 
need for 
In the political field, Guthrie, Garms and Pierce (1988:22-23) 
identify equality, liberty and efficiency as conditions that 
should be maximized. They warn, however, that " despite 
widespread popular devotion to these values as abstract goals, 
their simultaneous fulfilment is well nigh impossible. At their 
roots, the three desired conditions are inconsistent and 
antithetical. Exclusive pursuit of one violates or eliminates 
the other" (Guthrie et al. 1988: 23) . 
Caldwell and Spinks (1988:6) interpret the contentions of Guthrie 
et al. as meaning " that centralized budgeting, with 
relatively uniform allocations to schools and minimal opportunity 
for re-allocation, impairs the achievement of equality and 
efficiency and, by implication, of choice . ... The solution 
is site-based management with lump-sum budget allocations to 
schools, a high degree of community involvement in school 
decision-making, and the fostering of diversity within and among 
schools to ensure choice". 
Also with regard to the political field, Murphy (1991 :68) 
maintains that " government support for a greater de-
centralization of school governance appears to be founded on 
economic factors . ... The introduction of school based manage-
ment in a school system provides the infrastructure for transfer-
ring the cost of specific educational services to parents if they 
perceive such services are necessary. 
funded but nothing else". 
A basic education is 
Caldwell and Spinks (1988:7) also maintain that the organization 
of self-governing schools allows for the provision of programmes 
catering for the diverse needs of pupils at school level while 
the broad goals and purposes of education are determined at 
central level. This is in line with their definition of self-
governing schools quoted in paragraph 2. 5. 2 of this thesis. They 
(Caldwell & Spinks 1992:15) further enlarge as follows on the 
importance of catering for these diverse needs: 
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The greater the commitment to and understanding of the 
range of individual learning needs and approaches to 
learning and teaching, and the more frequently there 
is change in the specification of these needs and 
approaches, the less appropriate the centralised, 
bureaucratic form. These are the conditions which 
prevail in the 1990's. 
In these times of financial constraint, especially in South 
Africa where a tremendous backlog exists in all social services, 
a system of school administration, such as self-management, will 
have to offer a fair chance of improved effectiveness if it is 
to stand a chance of adoption or, in the case of state-aided 
schools, of continued existence. 
In this regard, Caldwell and Spinks (1988:8) make the following 
thought-provoking statement: 
Increasingly, however, the case for self-managing 
schools is being argued on the basis of findings from 
studies of school effectiveness. Some writers, after 
reviewing the characteristics of effective school, 
have concluded that a form of self-management provides 
the best framework wherein these characteristics may 
be fostered in all schools. 
Two of the writers referred to by Caldwell and Spinks in the 
above-mentioned passage, namely Purkey and Smith (1985:357-359) 
offer a model for creating an effective school. Their model 
contains thirteen characteristics, nine of which can be achieved 
relatively quickly. Site-based [self-managed] and democratic 
decision-making are included among these nine characteristics, 
in which" ... the staff of each school is given a considerable 
amount of responsibility and authority in determining the exact 
means by which they address the problem of increasing academic 
performance. This includes giving staff more authority over 
curricular and instructional decisions and allocation of building 
resources ". 
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Purkey and Smith (1985:361-364) further make four policy 
recommendations which can really only be implemented under a 
system of self-managing schools. These are: 
• the school [should be] the focus of change; 
• its culture the ultimate policy target; 
• resources, especially time and technical 
assistance, must be provided that will encourage 
and nurture the process of collaboration and 
participation necessary to change both people and 
structures in schools; and 
• an inverted pyramid approach to changing 
schools [must] be adopted that maximises local 
responsibility for school improvement while it 
recognises the legal responsibility of the higher 
government levels. 
Finn ( 1984: 518) is of the opinion that if schools are to be 
effective, the tension between school-level autonomy and system-
wide uniformity needs to be resolved by granting strategic 
independence to schools, while at the same time recognizing that 
certain functions need to be centralized. Finn's (1984:520-523) 
nine commandments for strategic independence may be paraphrased 
as follows: 
• Recognize the school as the key organizational 
unit in public education. 
• Set rigorous educational standards for entire 
states and communities, but emphasize broad goals 
and essential outcomes, not specific procedures, 
curricula, or timetables. 
• Encourage schools to be different, except for the 
core of cognitive skills and knowledge that all 
students in a system of state should acquire. 
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• Develop effective school-level leadership by 
selecting first-rate principals and removing weak 
ones. 
• Aside from the choice of principals, make the 
selection and deployment of professional staff 
predominantly a school-level responsibility. 
• Treat teachers as individuals who differ from one 
another in ability, interests, and experience but 
who must function collegially if their schools 
are to be effective. 
• Devolve more budgetary authority to the school 
level. 
• Avoid inhibiting school-level governance in the 
fundamental realms of teaching. learning, and 
internal organization. 
• Recognize that improving school effectiveness is 
a dynamic, cyclical process that takes place over 
a long period of time. 
Caldwell and Spinks (1988:9), in summing up these views on the 
role of self-managing schools in promoting school effectiveness, 
maintain that 11 ••• a point must be found in the continuum which 
provides for centralization of authority for some functions but 
decentralization for others 11 • 
It would appear to be axiomatic that improving the effectiveness 
of education will depend to a large extent on the quality and 
professionalism of the teachers at a school. In this regard 
Proudfoot and Baker (1994:35) state that" ... it is crucial ... 
to realise that school improvement is an idiosyncratic process 
which depends on teachers' capacity for critical analysis and 
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reflexive action, and that teacher development and institutional 
development are independent". 
In addition, Caldwell and Spinks (1988:9) maintain that " in-
creased autonomy for teachers and fewer bureaucratic controls 
have invariably been included as elements in the case for the 
enhancement of teaching as a profession 11 • 
Lewis ( 1 989: iii-v) identifies the following three basic work 
needs of teachers, which are secured by school-based management: 
• The first basic human work need of autonomy and 
control over one's own behaviour is satisfied in 
school-based management through empowerment. 
When principals share their power with teachers 
and give them the opportunity to plan, perform, 
and control their work, they are in essence 
giving teachers autonomy of control over their 
jobs. 
• The second basic human work need - task comple-
tion - is satisfied when teachers are involved in 
problem solving which effects change . ... Prior 
to school-based management, teachers were seldom 
involved in all of these activities. 
• The third basic human need - interpersonal con-
tact in the context of work - is fulfilled in 
school-based management through the establishment 
of self-management council, teams and committees. 
Lewis (1989:v) further maintains that school-based management 
helps secure all three the above-mentioned basic work needs of 
teachers. It also enables them to be more creative and produc-
tive in their pursuit of excellence. Thirdly, school-based man-
agement protects the health and physical and mental well-being 
of teachers. 
In a more recently published book, Caldwell and Spinks (1992:14) 
propose the following additional reasons for the self-management 
of schools: 
Recently, however, the case has been put more bluntly 
on the grounds that it is simply more efficient and 
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effective in the late twentieth century to restructure 
systems of education so that central bureaucracies are 
relatively small and schools are empowered to manage 
their own affairs within a centrally determined 
framework of direction and support. Two arguments 
have usually been offered, one is concerned with 
responsiveness, the other with priorities for resource 
allocation in times of economic restraint or budgetary 
crisis. 
With regard to responsiveness, or the lack of it, they go on to 
quote the following views of Brian Scott (Caldwell & Spinks 
1992:14-15): 
Many problems in school education in this State today 
are directly attributable to the fact that systems 
have rigidified. 
the full extent 
The Department has not recognised 
of the challenge of accelerating 
change in today's society. Nor has it been sensitive 
to the fact that in the modern world we now live in, 
school education - its curriculum, its teaching and 
learning processes and its delivery systems - should 
be in a continual state of adaptation. 
The message ... is clear enough. While many of the 
same questions need to be asked about content, struc-
ture and delivery of school education as in the past, 
the assumption that has guided the New South Wales 
school system for more than 100 years - namely, that 
the quality of school education is best achieved 
through a centralised system - is no longer valid for 
a modern technologically advanced state. The inflexi-
bility of the Department's structures and procedures 
has made it unresponsive to the real educative needs 
of students and teachers. 
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As far as priori ties for resource allocation are concerned, 
Caldwell and Spinks (1992:15) maintain that another factor " 
accounting for the shift toward school self-management has been 
the re-setting of priorities for government expenditure, 
especially in times of financial restraint or budgetary crisis. 
In a general sense, governments the world over have found it 
increasingly difficult to resource public enterprises. Costly 
technological advances and high public expectations make it 
difficult for governments to satisfy the demand. . .. Essentially 
.. when faced with the need to set priorities under conditions 
of restraint .. governments are opting to support schools at the 
expense of the centre". 
While Scott is referring specifically to the New South Wales 
Education Department, it seems to the researcher that his views 
are applicable to the education departments at present existing 
in South Africa and should be borne in mind during the restruc-
turing of education in this country. 
Murphy ( 1991: 67) quotes the following five reasons for the 
popularity of self-managing schools that have a bearing on 
parents: 
Firstly, a growing number of parents are interested in 
becoming more involved in schooling because they want 
their children to have access to the "best" quality of 
education conditions permit. Second, most parents are 
better educated than either their parents or grand-
parents. Therefore, contemporary [parents] are more 
aware of the social, cultural, recreational, academic 
and careers benefits of a sound education. Further-
more, most of these individuals possess specific 
occupational aspirations for their children which 
often can only be achieved through special learning 
experiences. Thirdly, research indicates that parent 
participation in school affairs has a very positive 
impact on the performance of children. Parents 
now expect to have more than one or two choices for 
educating their children. Also, many of them want to 
directly or indirectly have a greater say as to what 
learning experiences schools offer children. Finally, 
involving parents and the general public in school 
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management is often promoted as political democracy in 
practice. 
The rationale for self-managing schools would, therefore, appear 
to be good. Further, the reasons put forward for self-management 
of schools are widely applicable. According to Bolam (1993:233-
234) 11 ••• one need have no qualms about advocating school-based 
management and a collaborative approach to leadership and 
decision-making within that framework. Both are broadly 
consistent with the social democratic tradition which is well 
tried and accepted". 
2.6.2 Characteristics and nature of leadership required in 
self-managing schools 
Caldwell and Spinks's definition (1988:5 and par. 2.5.2 above) 
of self-managing schools in fact mentions the main characteristic 
of these schools, namely " ... that there has been significant 
and consistent decentralization to the school level of authority 
to make decisions related to the allocation of resources". 
The megatrends discussed in paragraph 2. 6 of this thesis are 
likely to result in an education system and self-managing schools 
which, according to Caldwell and Spinks (1992:19-20) restructure 
II arrangements at the centre of the system, with a narrow 
range of functions, a commitment to service and a culture of 
accountability" and display the following characteristics: 
• Schools with more authority and responsibility 
than in the past, more responsive to their com-
munities, yet accountable centrally; 
• Teachers drawing on a wider repertoire of ap-
proaches to learning and teaching to meet the 
educational needs of all students in their com-
munities, in an environment where the educative 
function is dispersed through computers and 
telecommunications; 
• New ways of thinking about the curriculum: 
broader and richer but achieving a connectedness 
which runs counter to notions of compartment-
alisation; 
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• All in a larger environment of continual change 
and uncertainty. 
All the general characteristics of self-managing schools 
identified above imply exceptional demands on the leadership of 
a school, especially that of the principal. 
Macpherson ( 1992: 284), writing about lessons drawn from Tasmanian 
schools and which could possibly also apply to South African 
schools, suggests that " ... leaders in ... education could help 
empower and politicise each school's governors, executives, 
teachers and students well before the year 2000 in order to 
nurture an educative culture that 
• develops and maintains an effective problemsol-
ving culture; 
• seeks and accepts criticism as a key to the 
growth of knowledge; 
• provides for change in policies and practice 
through accurate feedback and reflections; 
• values full participative processes leading to 
learning and to growth; and 
• generates commitment to the holistic belief that 
decisions can be defended on the basis of their 
contribution to long-term learning within the 
organization". 
Duignan and Macpherson (1992:171-185) developed a practical 
theory of leadership which should make it possible for such an 
educative culture to be realized. This theory maintains that 
leaders will need to develop a level of coherence between the 
following six leadership activities in three different realms: 
• The realm of ideas: How will leaders in educa-
tion know they are morally right when they Act? 
How should they decide what is important? 
• The realm of culture: when valued and sig-
nificant but abstract concepts leave the realm of 
ideas and become cultural artifacts. 
• The realm of things: The importance of attention 
also being given to the material and consequen-
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tial realities of managerial and evaluative 
service. 
Macpherson (1992:285) sums up these six leadership activities 
very well as follows: 
2.6.3 
The realm of ideas: 
• Wise philosophical guidance to parents, 
students and colleagues on what is educationally 
right 
• Sophisticated strategic analyses - of the situ-
ation to identify the truly significant, plural 
interests, socio-economic contexts, policy guide-
lines, resource levels and allocations, current 
organization and options 
The realm of culture: 
• Responsible Poli ti cal action - to identify and 
reconcile clients' and providers' interests by 
nurturing micro-political processes wherein 
stakeholders negotiate touchstone values and "our 
policy" 
• Proactive cultural agency - to mobilise commit-
ment among learners, teachers and leaders, and to 
legitimate improved professional practices 
The realm of things: 
• Responsive managerial services - to governors, 
teachers and learners through supportive or-
ganization that focuses on the achievable 
• Responsive evaluative activity to provide 
feedback and reflection on the quality of lear-
ning, teaching and leadership, and to question 
the continuing appropriateness of education 
policies 
Factors affecting the change to self-management in 
schools 
Caldwell, Smilanich and Spinks (1989:2-3) identified six factors 
that influence the change to self-management. These, together 
with a brief explanation of each, are: 
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• A new view of equity: The most recent shift in 
the way equity is viewed seems to place emphasis 
on ensuring that each individual student has 
access to a particular rather than aggregated mix 
of resources in order to best meet the needs and 
interests of that student, with resources in this 
mix including school, curriculum, learning ex-
perience, teachers, supplies equipment and ser-
vices. Greater weight is now placed on regarding 
each student as an individual, a value that has 
been reinforced by advances in knowledge about 
developmental and learning processes . ... As far 
as management is concerned, it now seems general-
ly accepted that decisions about the particular 
mix of resources that is appropriate for each 
student are best made . . . at the level of the 
school rather than in a central location. 
• Economic well-being of the nation: ... a system 
of education must also make a contribution to the 
well-being of the nation. A provincial or 
state or national curriculum, with a testing 
program to monitor progress, has been the 
response. 
• Studies of school effectiveness: The essence ... 
is that highly effective schools, or schools that 
have shown outstanding improvement, have been 
given a high level of responsibility and 
authority to make decisions about staffing and 
the allocation of resources; that within these 
schools teachers have been empowered in a variety 
of ways to make a contribution to planning and 
decision making processes. Nonetheless, this 
empowerment of school and teacher does not occur 
in a vacuum - schools operate within a framework 
of broad goals and priorities for the system as 
a whole and are given the necessary support. 
• Teachers as professionals: Increased autonomy 
for teachers and fewer bureaucratic controls have 
invariably been included as elements in the case 
for the enhancement of the teaching profession. 
• Providing consumers with choice: The general 
public ... is now showing much greater interest 
in the exercise of choice, particularly in rela-
tion to the quality of education. 
• Change in other fields: While not explicitly 
offered as reasons for change, theories and 
perspectives from fields other than education 
have been offered in support or explanation of 
change. An example is contained in the 
writings of Peters and waterman (1992), whose 
studies of excellent companies led to the iden-
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tification of "simultaneous loose-tight proper-
ties". The parallel in education is centralized 
determination of the broad goals and objectives 
(results), accompanied by increased opportunity 
for decision making about the means (process) by 
which these goals and purposes will be achieved. 
Lewis (1989:28), in his discussion of factors affecting school-
based management, identifies two such factors, namely psycho-
logical and environmental factors. These two factors are mainly 
applicable to teachers and are described as follows (Lewis 
1989:28): 
• Psychological factors involve three zones: the 
zones of acceptance, indifference and rejection. 
o The zone of acceptance: In this zone the 
teachers expect to be involved in decision-
making because they have a high stake in 
what is under consideration. 
o The zone of indifference: In this zone two 
conditions must be satisfied. The first 
condition is relevance. The second 
condition is expertise. 
o The zone of rejection: Teachers expect 
school administrators to provide them with 
a safe and secure work environment. They do 
not want to become involved in decision-
making matters which are of an emergency or 
critical nature. 
• Environmental factors involve the degree to which 
the design of the work process enables teachers 
to interact with one another. The following are 
conditions for making this possible: 
o The school administration must formulate a 
vision and philosophy to guide the actions 
of all school personnel so that everyone is 
"dancing to the beat of the same drummer". 
o The vision and philosophy must be preached 
and taught to members of the school com-
munity continuously so that they can support 
and help realize the vision. 
o A flexible structure must be implemented to 
help realize the vision, thereby empowering 
teachers, not only to perform their jobs, 
but also, to plan and control them. The 
structure must spell out the roles of each 
individual in the school district so that 
everybody knows how "each piece fits within 
the puzzle". The new structure must promote 
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communication so that teachers are informed 
and have the training necessary to perform 
their jobs. 
The factors mentioned above by Lewis (1989:31) are more likely 
to affect the success of a school once it has changed to self-
management than to influence a move in the direction of self-
government. 
White (1981:6) also mentions the following factors that resear-
chers have identified as being essential to the success of 
school-based management: 
• Training: All levels of staff must be trained. 
SBM establishes new lines of communication bet-
ween administrators and teachers, professionals 
and non-professionals, and school staff and 
school board members. Without proper training, 
administrators, parents, students, and school 
staff may find it difficult to meet new respon-
sibilities and adjust to new rules. 
• A gradual transition: SBM cannot be initiated 
overnight. Districts with successful SBM pro-
grams refer to the gradual transition process 
that limited implementation problems. 
• Financial support: It is not necessarily more 
expensive for a district to operate under a 
system of SBM; however, to make a difference, 
school staff must have flexibility over the use 
of funds. 
• Shared goals: Without a shared idea as to what 
districts or schools aim to accomplish through 
SBM, it is difficult to evaluate its effective-
ness. The participation of students, teachers, 
principals, and community members in the develop-
ment of school goals will strengthen their com-
mitment to them. 
• Administrators willing to share authority: If 
SBM is to work, administrators must allocate 
authority to principals, and principals must be 
wiling to allocate authority to teachers, 
parents, and students. 
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In addition, Lewis (1989:33) identifies the following very 
practically-oriented factors that complement those mentioned by 
White (1981 :6): 
• Obtaining a commitment from the principal to an 
open, non-defensive style of management which 
encourages teachers to speak through appropriate 
communication channels on problems and oppor-
tunities. 
• Training of principals to equip them to function 
effectively in a less directive and more col-
laborative management style. 
• Selecting principals and teachers whose per-
sonalities are consistent with the culture to be 
nurtured in the school district. 
• The union is strong and all members support union 
leadership. 
• School administrators are the first to initiate 
and accept change in their leadership style. 
• School-based management is never used by either 
party to encumber the bargaining agreement. 
• Flexibility is built into the practice of school-
based management under a strong structure. 
• One individual is designated in charge of the 
program and is responsible for its success. 
• The superintendent and union officials make an 
emphatic commitment to support school-based 
management. 
• Failures are perceived as learning opportunities. 
• Making the job in school more challenging by 
structuring it so that an individual teacher or 
team of teachers can self-manage and be respon-
sible and accountable for results. 
• Teachers are furnished with feedback on their 
performance and given recognition for outstanding 
results. 
• Plans, practices, and procedures are determined 
based on an evaluation of all performances in-
cluding undesirable events. 
• At each implementation step, all misunderstan-
dings and problems are discussed and resolved. 
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• Teachers are not onl.y exposed to effective inter-
personal techniques, communication techniques and 
problem solving techniques, but are also given 
the opportunity to make use of these skills. 
• School-based management is not seen as a 
"program" with a finite end, but an on-going 
activity that is dynamic, and continuous, regard-
less of change in school personnel. 
Not all the factors affecting self-management of schools are 
positive in their nature, however. Caldwell et al.. (1989:3-4) 
list the following concerns that may have a negative effect on 
a possible change to self-management: 
• Difficulty in encouraging increased measures of 
school autonomy in the face of substantial con-
straints through centrally determined rules and 
regulations. 
• Determining the extent to which there would be 
central control of curriculum and system wide 
testing programs. 
• Establishing new roles and relationships between 
central services personnel and school staff. 
With a shift in responsibility for results to the 
school, central service personnel must develop a 
strong service orientation towards schools. 
• Concern that the shifting of management respon-
sibilities to the school level is in some way a 
distraction from the central processes of school-
ing - namely, learning and teaching - and that 
the principals and teachers will become accoun-
tants. 
• Ensuring that each school, regardless of geo-
graphic location, and socio-economic setting, 
will receive an equitable allocation within which 
school-level planning can take place. 
• Adopting appropriate strategies for the manage-
ment of change so that an evolutionary approach 
will emerge, avoiding the disruptive consequences 
of rap~d structural reform. 
In addition, White (1981 :4) mentions the following factors that 
could limit school-based management that should, therefore, be 
borne in mind: 
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• It may create confusion in roles and responsi-
bilities. It may be difficult for teachers, 
administrators, parents and students to adapt to 
new roles, and they may become frustrated if they 
do not know what is expected of them. 
• SBM [school-based management] represents a power 
struggle among administrators, teachers, parents, 
and students. For example, teachers may fear 
that greater parental authority will interfere 
with their own power, goals, and objectives. 
• Many authors speak of the problems in reaching a 
balance between centralization and decentral-
ization. 
• Increased involvement of school staff and com-
munity members in school policy decisions may 
conflict with state mandates prescribing cur-
riculum form or content. 
• SBM raises potential conflicts with collective 
bargaining, for example, by allocating ad-
ministrative responsibilities to teachers and 
engaging school staff in decisions that might 
normally be established by union contracts. 
• SBM alone will not solve all school problems such as 
low teacher salaries, poorly trained teachers, dis-
cipline problems, or societal tensions. 
Malen, Ogawa and Kranz (1990:30, 32, 53-54) made a study of the 
results achieved by school-based management in the USA. While 
they admit that the evidence is limited, they nevertheless, are 
of the opinion that the available information is instructive. 
They report a number of reasons why school-based management has 
not succeeded in meeting its objectives. These are: 
• Policy untouched: Proponents suggest principals, 
teachers, and parents should be able to exert 
significant influence on matters of budget, 
personnel, and programming through the transfer 
of authority from the central office. This 
promise is rarely realized. Teachers and parents 
frequently characterize the subjects councils-and 
committees consider as "routine", "blase", 
"trivial" or "peripheral". By virtue of their 
position in the school, principals are inclined 
to protect their managerial prerogatives ... The 
principals' capacity to exert control is enhanced 
by the tendency of teachers to def er to the 
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principal. Third, on councils composed of prin-
cipals, teachers and parents, professional-patron 
influence relationships are not substantially 
altered because principals and, at times, prin-
cipals and teachers control council meetings. 
• Participants handcuffed: Several factors combine 
to restrict site-based management from increasing 
the influence of teachers and parents on school 
policy decisions. 
One set of factors relates to the composition of 
councils. [Members] tend to view participation 
in councils as an opportunity to acquire infor-
mation and provide service, not an opportunity to 
redefine roles and make policy. 
A second set of factors relates to norms. 
ingrained norms dictate that district officials 
and school administrators set policies, teachers 
deliver instruction, and parents provide support. 
A third set relates to the nature of site-based 
provisions. Site-based management plans are 
often ambiguous. They also frequently are cir-
cumscribed by the need to keep council decisions 
consistent with existing policies. 
A fourth set relates to capacity. While school 
systems do delegate formal decision-making 
authority, they tend not to address participants 
capacity. Sponsoring systems rarely infuse 
councils with critical resources (e.g. time, 
technical assistance, independent sources of 
information, continuous, norm-based training, 
funds to assess current programs or develop new 
programs). 
• Morale boost fleeting: Proponents claim site-
based management will improve the morale and 
motivation of school employees primarily because 
principals and teachers are given greater oppor-
tunity to be involved in and exert influence on 
school policies and operations. However, the 
initial, energizing effects of site-based manage-
ment often are offset by factors such as the: 
Time-consuming character of the process 
Confusion, anxiety, and contention as site 
participants and district employees attempt 
to define their new roles 
Dissonance created as committee demands 
compete with teaching responsibilities 
Complexity of the problems site participants 
are supposed to solve 
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Resentment generated if site participants 
perceive they have only modest influence on 
marginal matters 
Frustration produced by fiscal restraints 
• Planning unaffected: Proponents claim site-based 
management will improve the quality of planning 
because it capitalizes on the expertise of site 
participants and the benefits of group interac-
tion. While site-based management may direct 
attention to aspects of school-wide planning in 
some settings, there is little evidence it stim-
ulates interest in or enhances the quality of 
that process in a significant number of settings. 
• Innovation lacking: Proponents claim site-based 
management will foster the implementation of 
instructional improvements. While site-based 
management precipitates a wide range of 
activities, such as student recognition programs, 
discipline policies, workshops, and newsletters, 
there is little evidence that it stimulates the 
development or enhances the implementation of 
major instructional changes. 
All the limitations mentioned above are, however, capable of 
resolution. In fact, they tend to emphasize the importance of 
thorough planning and negotiating prior to the implementation of 
a system of self-management in schools. They also imply the 
vital part the principal has to play as facilitator both in the 
negotiations prior to the implementation and in steering the 
self-management programme once it has been implemented. 
2.6.4 Values and norms and the self-managing school 
Caldwell and Spinks (1989, 1992) do not assign any particular 
value system to self-managing schools. However, as stated by 
Battery ( 1992: 19) " ... neither the culture of a school, nor the 
educational philosophy it espouses, is value free". 
Van der Westhuizen (1991 :87) maintains that values are an 
integral part of educational management and explains the 
interrelatedness of values and educational management as follows: 
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Values and convictions form an integrated part of 
planning, decision making and all other management 
activities in schools. These activities are deter-
mined by values. The extent of achievement of educa-
tional objectives is determined by values, provided 
that the educational objectives are in accordance with 
the value system. [Values] are determined by the 
external environment in which the school serves as an 
organization. Some of these values are: 
Religious values 
Cultural values 
Economic values 
Political values 
Historical values 
Battery ( 1992: 12) supports this view in his statement that 
clearly it 11 must be the case . . . that "school" is not a 
neutral word, but carries a vast array of considerations of value 
behind it. And if schools transmit particular codes of values, 
then clearly their management structure and workings should 
reflect the philosophy or philosophies underpinning the school". 
He (Battery 1992:10) identifies four particular philosophies of 
education that schools could embody. These, together with the 
management systems that characterize them, are given in Figure 
2.1. It is, no doubt, possible to find elements of more than one 
of these philosophies in any one school. Battery (1992:19) in 
fact implies this when he states that " there are vast 
differences between institutions within the same kind of 
organization. 
different ways". 
schools can be and are run in very 
Self-managing schools, by their very definition[" ... decisions 
at the school level made within a framework of local, state or 
national policies and guidelines (Caldwell & Spinks 1989:5)] are 
not free to manage themselves entirely according to their own 
philosophies. Battery (1992:19) supports this in his contention 
that general theories of management 11 ••• provide descriptions 
of the general kind of running which a school might adopt, or, 
and probably more importantly, they illustrate the kinds of 
methods which schools may be compelled to adopt by political 
forces outside of themselves". 
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Self-managing schools should also involve the principal, 
teachers, parents, pupils and the broader community in the 
management of the school (Caldwell & Spinks 1992:119-138). Each 
member of each of these groups will have its own system of values 
which will influence him in making decisions regarding the 
school. In this regard Van der Westhuizen (1991:130) has the 
following to say: 
All decisions which an educational leader needs to 
make should be tested in the light of his value 
orientation and this may force him into a choice 
between various values. He should then express only 
those values which have meaning in his life. 
This approach could lead to a chaotic situation, unless some 
generally accepted system of values is adopted. This ideal 
managerial situation can be achieved, although it may not be easy 
in practice. 
In the first place, the self-managing school must operate within 
the policies determined by the cental and provincial governments. 
In South Africa these will include, until 1999 at least, the 
stipulations contained in the interim Constitution regarding 
special provisions for existing education institutions (South 
Africa 1994, sec. 247; also see paragraph 2.1 of this thesis), 
as well as the following fundamental rights regarding education 
(South Africa 1994, sec. 32): 
Every person shall have the right -
• to basic education and to equal access to educa-
tional institutions; 
• to instruction in the language of his or her 
choice where this is reasonably practicable; and 
• to establish, where practicable, institutions based on a common 
religion, provided that there shall 
crimination on the ground of race. 
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educational 
culture or 
be no dis-
Also included are the following relevant provisions contained in 
the White Paper on Education (SA White Paper 1994:11-13) : 
• The Ministry of Education recognises that educa-
tion and training are basic human rights. 
• the over-arching goal of policy must therefore be 
to enable all individuals to have access to 
lifelong education and training, irrespective of 
race, class, gender, creed or age. 
• The system must increasingly open access to 
education and training opportunity to all child-
ren ... The Constitution guarantees equal access 
to basic education for all. The satisfaction of 
this guarantee must be a basis of policy. 
• ... there must be special emphasis on redress of 
educational inequalities among those sections of 
our people who have suffered particular disad-
vantages ... 
• The realization of democracy, liberty, equality 
and Justice are necessary conditions for the full 
pursuit and enjoyment of lifelong learning, and 
it should be a goal of education ... policy to 
enable a democratic, free, equal and just society 
to take root and prosper in our land. 
• The curriculum should promote the values under-
lying the democratic process and the declaration 
of fundamental rights in the Constitution, the 
unity of the nation, the common citizenship and 
common destiny of all South Africans ... 
• The principle of democratic qovernance should 
increasingly be reflected in every level of the 
system, by involvement in consultation and ap-
propriate forms of decision-making of elected 
representatives of the main stakeholders, inter-
est groups and roleplayers. 
• The state's resources must be deployed according 
to the principle of equity 
• Access and equity must be coupled with the im-
provement of the quality of education ... 
• ... rehabilitation of the schools ... must go hand in 
hand with the restoration of the ownership of these 
institutions to their communities through the es-
tablishment and empowerment of legitimate, represen-
tative governance bodies. 
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• The restoration of the culture of teaching and 
learning involves the creation of a culture of 
accountability, of knowing, accepting and acting 
on one's responsibilities. The culture of 
management ... need(s) redefinition in the era of 
democracy and human rights. 
• The expansion of the education ... system must 
meet the test of sustainability. 
• Improving efficiency and productivity are essen-
tial ... 
Within the school, the development plan, which will be discussed 
in greater detail later in this thesis, may be used to achieve 
consensus on values (Campbell-Evans 1993:97). The school devel-
opment plan, according to Caldwell and Spinks (1992:34) is" ... 
a relatively concise statement of priorities and strategies to 
guide annual operational planning which is constantly reviewed 
to take account of strengths, weaknesses, opportunities and 
threats which continuously arise in the school's external 
environment . ... In other words a preferred future in terms of 
educational outcomes is identified and a rationale for desired 
change is established". 
The development plan represents a set of values shared by the 
stakeholders in the management of a school (Campbell-Evans 1993: 
95) and a challenge of school-based management is for principals 
to identify and negotiate the common ground which lies between 
disparate views (Campbell-Evans 1993:94). 
The following views expressed by Campbell-Evans (1993:95-96) sum 
up the importance of values in self-managing schools: 
The nature of self-managing schools requires increased 
levels of staff and parental involvement in decision 
making so it is no longer enough for the leader alone 
to be clear about the facts, the goals and the pos-
sible obstacles. For collaborative decision making to 
occur, information must be shared. This has impli-
cations for the skills required by the school 
leaders. In addition to the skills of gathering 
information, genera ting al terna ti ves, and making a 
choice of one from many, the principal of a self-
managing school must also be skilled in providing and 
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2.6.5 
clarifying facts for others, mediating between dif-
ferent interpretations and preferences, and nego-
tiating a consensus. Facts and possible alter-
natives are interpreted through one's system of 
values; the "ought" component. Values are ex-
pressed through action and through one's judgement of 
the actions of others. The influence of facts and 
values operates simultaneously ... and does so in an 
interactive fashion. 
Participation in the management of self-managing 
schools 
Before embarking on any discussion of participation, it is 
necessary to make sure precisely what is meant by the term in the 
context of educational management. Participation may easily be 
confused with consultation, yet the two are not quite the same 
thing. Fidler and Bowles (1989b:272-273) distinguish between the 
two concepts as follows: 
Consul ta ti on means being informed and having the 
chance to bring forward facts and to express an 
opinion. There is, however, no commitment to allowing 
what emerges at consultation to influence the final 
decision. Participation, on the other hand, does 
imply that the results of consultation will be acted 
upon and that those participating will take part in 
decision-making in some way. 
Spence (1989:225) quotes the International Institute for 
Education Planning as distinguishing between three types of 
participation, namely nominal, consultative and responsible, 
which it defines as follows: 
Nominal participation is defined as the transmission 
of information to participants and possibly seeking 
their support for an activity already agreed upon. 
Consultative participation involves seeking advice and 
support from participants, but their ability to shape 
essential decisions is advisory and their degree of 
influence on decision-making remains in the control of 
the formal decision-makers. What is called responsi 
ble participation, however, entails a dialogue in 
which participants could, and do, influence basic 
decisions. 
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Spence ( 1989: 225) goes on to say that those who 11 ••• participate 
carry responsibility for the management of the institution, for 
its policies and well-being: those who negotiate and consult do 
not". 
Another definition of participation is given by Pitkin and Shumer 
(1982:47) who define it as 11 ••• an encounter among people with 
differing interests, perspectives and opinions - an encounter in 
which they reconsider and mutually revise opinions and interests, 
both individual and common. It happens always in a context of 
conflict, imperfect knowledge, and uncertainty, but where 
community action is necessary. The resolutions achieved are 
always more or less temporary, subject to reconsideration, and 
rarely unanimous. What matters is not unanimity but discourse. 
The substantive interest is only discovered or created in 
democratic political struggle, and it remains contested as much 
as shared". 
Judith Chapman (1994:30) puts participation in the management of 
self-managing schools in perspective with the following thought-
provoking remarks: 
we argue that in a public system of education 
there can be no such thing as a completely autonomous 
or independent self-governing school. To be sure, a 
certain amount of school autonomy may be readily 
countenanced and extended in certain areas of de-
cision-making. It is a paradox, however, that auto-
nomy can only be rendered intelligible and made to 
work within the confines of a relationship with the 
svstem and the community based on a mutuality of 
benefit and regard [underlining mine]. 
Schools conceived thus enjoy a mutual relationship 
with the system and the community of which they are 
part. The system ensures the basic protection of 
rights for all students; at the same time schools 
enjoy a mutual relationship with the community in 
which parents and other significant groups are able to 
have their voices heard in regard to matters of 
fundamental value and goals. There is also a mutual 
relationship within the school among school-based 
personnel, as decision making is shared, owned and 
supported. In return the school enjoys a greater 
degree of autonomy in selection of community related 
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goals and the fitting of resources to meet these 
goals; it also enjoys a greater sense of its own 
standing and importance in providing community leader-
ship, in promoting the value of education among all 
its stakeholders, and in this way promoting the idea 
of the learning community and the values of life-long 
education. 
Caldwell and Spinks ( 1989: 20) endorse the importance of involving 
staff, parents and pupils in the management process. They also 
address the question of the extent to which staff, parents and 
pupils (students) should be involved as follows: 
Involvement must be appropriate to the extent that it 
reflects the interests and expertise of participants. 
It should not be excessive and burdensome otherwise 
the expected gains ... may be lost. 
School politics involving society, as well as the role-players 
in school affairs can, in the opinion of the researcher, in-
fluence participation in school management. The following 
observation of Seddon, Angus and Poole (1990:45) concerning the 
politics of participation is both interesting and apposite: 
The politics of participation ... are deeply influ-
enced by relationships within the broader society, as 
well as by those of family and school, adult and 
child. These relationships beyond school-based 
decision-making and management shape the nature of the 
parties to participation, and their activity within 
school-based decision-making and management. 
First, the relationships define constituencies and 
their particular concerns. For example, educational 
participation takes two forms. Participation within 
schools primarily concerns teachers and students. 
Participation over schools generally excludes students 
or ... expects students to enter into the formal adult 
framework in a way that isolates them from their 
constituency. "Parents" is the constituency which 
represents parents and acts on behalf of students. 
Second, defining constituencies also defines "non-
consti tuencies" exclusively. Those who do not form a 
recognizable constituency, who are disorganized, whose 
position and concerns are fragmented or poorly ar-
ticulated, and who, for whatever other reason, fail to 
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take a political stance are excluded from par-
ticipation. 
Third, the representative nature of participation in 
school-based decision-making and management implies 
that limited opportunities for some parents to sit on 
the educational governing bodies are equivalent to 
total community in vol vemen t and that community in-
terests are relatively homogeneous such that common 
aspirations can become defined as "needs". But the 
assumption overlooks major social and cultural 
differences, even antagonisms. 
Fourth, ... active parent participants often come from 
the ranks of "concerned citizens". Representation of 
the "parent" constituency by such parents is likely to 
be in harmony with the values of school-based de-
cision-making and management. It is, therefore, less 
likely to interrupt or challenge existing arrangements 
for participation or education. 
Finally, the emphasis in school-based decision-making 
and management on participation means that "non-
participation" must be recognized as a form of par-
ticipation [as] any form of non-participation is read 
conservatively as consent. 
Having briefly looked at what the literature has to say about 
participation in general, it is also necessary to look at the 
management role which various writers assign to the different 
stakeholders in school-based management. 
2.6.5.1 The principal 
Because the researcher views the role of the principal of a self-
managing school as pivotal to the success of that school, his 
role as described in some of the latest literature on self-
managing schools will be discussed in some detail. 
Subject authorities in the field of educational management such 
as Caldwell and Spinks (1992), Caldwell (1993), Chapman and Boyd 
(1986) and Chapman (1990) agree that the role of the principal 
of a self-managing school is very different from what it used to 
be because in the II traditional, bureaucratic system, 
in the position of considerable power and authority resided 
school principal" (Chapman & Boyd 1986:35). 
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Chapman (1990:226) embroiders as follows on this statement: 
In school systems which move to devolve more respon-
sibility for decision-making and management to the 
school level, substantial change is inevitable in this 
regard. the principal is no longer able to see 
him/herself as the authority figure, supported and at 
times 'protected by the system-wide and centrally 
determined rules and regulations. Instead the prin-
cipal must become a coordinator of a number of people 
representing different interest groups among the 
school community, who together will determine the 
direction the school is to follow. 
The situation of the principal of a self-managing school is 
illustrated further by Caldwell (1993:175), who argues that the 
principal 11 ••• is now working in a highly decentralized setting 
although the centrally determined framework is more sharply 
focused than before. Hierarchical forms of decision making 
are quickly disappearing, with principals now expected to consult 
and reach consensus with a wide range of individuals and groups". 
Furthermore, according to Murphy (1991 :65) 11 ••• as managerial 
and administrative responsibilities are shared with more people, 
school leaders are finding themselves in an environment where one 
of their primary functions is to serve as a mediator among 
various interest groups". 
Chapman and Boyd (1986:36) suggest that the most extreme response 
of principals to this situation 11 ••• has been to interpret the 
decreasing importance attached to legal authority as a complete 
diminution of the principal's power . ... Although this was not 
the case, the situation for principals was a paradoxical one. 
Although principals had become more visible and accountable to 
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their local community, they remained the Education Department's 
most senior officer in the school. This dual responsibility 
carried with it considerable role ambiguity". 
Chapman (1990:227) is of the opinion that this situation was 
aggravated by the principals' perception of councils, and, not 
surprisingly, " . . . the confusion of principals confronting this 
issue will be exacerbated during the early stages of school-based 
management when they perceive their newly created councils of 
school-based committees as inexperienced and uninformed". 
In addition to the area of authority, Chapman ( 1990: 228-229) 
singles out the following three other areas to illustrate the 
difficulty associated with this transition to the new conception 
of the principal's role, namely decision-making, administrative 
complexity and the different nature of professional life: 
Decision-making 
In a school-based system the expanded role of "cou-
ncils" and other school-based decision-making commit-
tees, and the general expectation that ... they will 
be consulted on a wide range of issues, operates to 
limit significantly the principal 's decision-making 
discretion. At the same time, however, the prin-
cipal 's decision-making arena will be expanded as 
he/she is asked to make decisions in response to new 
questions. Often these new decision-makers will 
have different values from those possessed by prin-
cipals and from those possessed by people with whom 
principals interacted in the past. Frustration at 
being forced to consult with younger, inexperienced 
teachers and resentment at being expected to assume 
responsibility for implementing decisions, determined 
by groups, which they would not have made themselves, 
are the potential negative results. 
Of course, unless principals are properly prepared to 
facilitate participative decision-making, it is 
inevitable that they will encounter problems managing 
the conflict which will arise when attempts at col-
laboration fail. 
Administrative complexity 
A multi-faceted system of education, in which resour-
ces and services are allocated from either centre or 
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region and in which authority resides with both the 
official offices of "the centre" and with the com-
munity of the school, offers considerable complexity 
for the principal. 
Internally, the plethora of committees will also 
contribute to organizational complexity. Principals 
must form, liaise and interact with consultative 
groups, attending not only to the interpersonal 
dynamics that such intensive interaction produces but 
also ensuring that overlapping functions are 
avoided and lines of communication are clear. 
The different nature of professional life 
Principals are forced to assume a more public role, 
interacting with people in the wider community, 
forging links with the school environment. In schools 
located in areas where parents are not accustomed to 
participating in school decision-making, principals 
must also assume an "educative" role in respect to the 
public, increasing their awareness and facilitating 
their involvement in the process of school decision-
making and management. 
In addition, Caldwell and Spinks (1992:65-158) have identified 
the following four facets to the leadership role of the principal 
as it emerged in the self-managing school in Australia and New 
Zealand, namely cultural leadership, strategic 
educational leadership and accountable leadership. 
leadership, 
These four 
facets are in addition to the normal functions associated with 
management. 
Caldwell (1993:178-179) summarizes these leadership facets as 
follows: 
Cultural leadership is essentially a capacity to work 
with others in the school community to create and 
sustain a culture of excellence, defined broadly to 
include equity. 
Strategic leadership is the capacity to take charge of 
one's own agenda which involves the principal [in]: 
• keeping abreast of trends and issues, threats and 
opportunities in the school environment and in 
society at large, nationally and internationally; 
and anticipating their impact on education gene-
rally and on the school in particular; 
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• sharing such knowledge with others in the 
school's community and encouraging other school 
leaders to do the same in their areas of in-
terest; 
• establishing structures and processes which 
enable the school to set priori ties and formulate 
strategies which take account of likely and/or 
preferred futures; being a key source of exper-
tise as these occur; 
• ensuring that the attention of the school com-
munity is focused on matters of strategic impor-
tance; and 
• Mani taring the implementation of strategies as 
well as emerging strategic issues in the wider 
environment, facilitating an ongoing process of 
review. 
Educational leadership involves what may be described 
as the nurturing of a learning community, with the 
community including students, teachers, parents and 
others with a stake and interest in the school. 
Accountable leadership refers to the capacity of the 
principal to work with others to demonstrate that the 
school has indeed been responsive to the needs of the 
student, the local community and society at large 
within the framework of responsibility of self-manage-
ment which applies to the school. 
Lewis (1989:207-218) sees the role of the principal of the self-
managing school in much the same light as Caldwell and Spinks, 
but adds another facet, namely eliminating demeaning rules and 
conditions, which might not be of relevance to the new South 
Africa. Lewis (1989:217), in discussing this facet, postulates 
the following: 
Most school districts are plagued by numerous rules 
and regulations along with conditions that are de-
humanizing. One of the chief responsibilities of the 
principal in a school-based environment is to search 
out these rules, regulations, and conditions and brave 
the "establishment" to eliminate them. "Searching" 
means asking teachers and students to identify "dumb" 
rules and insulting conditions. The principal must 
also ask teachers and students why they have iden-
tified these particular conditions. 
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Caldwell and Spinks (1992:50) are of the opinion that school 
self-management demands a transformational type of leadership. 
According to them (Caldwell & Spinks 1992: 49) the so-called 11 ••• 
transformational leaders succeed in gaining the commitment of 
followers to such a degree that higher levels of ac-
complishment become virtually a moral imperative". 
These authors (Caldwell & Spinks 1992:50-55) maintain that the 
following six fundamentals of transformational leadership as it 
applies to the self-managing school need to be borne in mind: 
• Leaders in the self-managing school have the 
capacity to work with others in the school com-
munity to formulate a vision for the school. 
• Leaders in self-managing schools have a coherent 
"educational platform" which shapes their ac-
tions. 
• Vision is communicated in a way which ensures 
commitment among staff, students, parents and 
others in the community. 
• There are many facets to the leadership role: 
Technical, human, educational, symbolic, and 
cultural, with the higher order symbolic and 
cultural facets being especially important in the 
self-managing school. 
• Leadership which empowers others is central to 
success in a self-managing school, especially in 
respect of decision-making. 
It should be clear from the statements and opinions of these 
writers that the principal of a self-managing school needs to 
possess some very special qualities. Serious thought also needs 
to be given to the selection of suitable persons for such a post. 
In this regard, Chapman (1990:230) states that of central concern 
in more decentralized systems 11 ••• has been the need to achieve 
some "match" between the needs of the particular school and the 
skills, knowledge and attitudes of individual applicants". 
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She (Chapman 1990:230) goes on to say that in ~ Victoria, 
Australia the provision for local school-based committees to 
select their principals and deputy principals has represented at 
a most practical and vi tally significant level the effective 
devolution of decision-making from the central offices ... to the 
school. Overall this policy has received considerable support 
from the school community Notwithstanding this overall 
support, a review of the implementation of the policy does 
highlight some major concerns 
sibility for the selection of 
the school. Process issues 
associated with devolving respon-
school leadership to the level of 
including lack of clarity and 
specificity of criteria, insufficient evidence, excessive 
emphasis on 11intui ti ve judgement 11 together with issues of 
principle, e.g. regarding confidentiality and equity, are among 
the major concerns 11 • 
Resow and Zager (1989:71-72) sound the following warning 
concerning the ability of principals to adapt to conditions in 
a self-managing school, and in doing so also underline the 
importance of training principals and of choosing persons suited 
to the job: 
Since no significant empowerment at the school can 
take place without the principal's support, the 
prospects for improvement are not favorable. Teachers 
and other educators are convinced of that, and that is 
why they long to see a new breed of principal. They 
recommend that all new principals have the self-
confidence to share power, the patience to work with 
teachers until consensus is reached, and the courage 
to let teachers make occasional mistakes as they 
experiment with reforms. 
Most principals have never experienced participative 
management, either as teachers or as administrators. 
Assurances by teachers or outsiders to the effect that 
participation benefits the manager as well as the 
managed carry very little weight. [Principals] find 
it much easier to instruct subordinates to manage 
participatively than to manage their own subordinates 
participatively. 
70 
Chapman ( 1994: 36-37) gives the following excellent summary of the 
role of the principal in a self-managing school: 
Bearing all this in mind, therefore, we take the view 
that, among the main items of agenda for the school 
principal or leader will be: 
• to develop a commitment to academic excellence, 
intelligent rigour, and the growth of the life of 
the mind; 
• to encourage assent across the community to the 
proposition that among a nation's greatest powers 
and best gifts to the world are the powers of 
critical and creative imagination, conceived, 
brought to birth, fostered, extended, promoted 
and allowed full expression in our institutions 
of learning and education; 
• to empower and encourage staff colleagues and 
students to pursue their own excellence; 
• to develop a culture of learning, principled 
action and commitment to moral values; 
• to fight vigorously on behalf of the school for 
funding in the broader arenas of the system and 
the community; 
• to negotiate the distribution of those funds 
inside the school in an open, rational, fair and 
equitable manner; 
• to trust the abilities of Heads of Departments 
and others charged with responsibility to manage 
their own uni ts within the con text of a shared 
commitment to and ownership of the strategic plan 
of the department and the larger mission of the 
school though all this within the overall 
supervision, guidance and responsibility of the 
Principal and the School Council. 
Chapman ( 1994: 36-37) is convinced that these are values that 
principals, schools and the whole learning community should hold 
dear and attempt to preserve and defend at all costs. 
2.6.5.2 Teachers 
The following broad parameters of teacher participation in the 
self-management of schools are set by Lewis (1989:21-22): 
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School-based management does not allow teachers to do 
their own thing without appropriate policies, proce-
dures and guidelines. 
There is absolutely nothing laissez-faire about this 
style of management. It requires teachers to perform 
optimally - at a level of performance they are capable 
of intrinsically achieving. 
Within the structure of policies, guidelines, and 
controls, school-based management permits, encourages, 
and expects teachers and support staff to plan, 
perform, and control their jobs with the highest 
degree of self-management. 
The participation of teachers is, however, crucial to the success 
of school self-management as Moisan (1990:61) points out 
regarding local management of schools (LMS), which is a form of 
self-management: 
"teacher involvement" is crucial in establishing 
an effective school, in raising the morale of teachers 
and in giving LMS the chance to a chi eve its aim of 
improving the quality of educational opportunities for 
pupils. 
Aronstein and DeBenedictis ( 1991 : 68) couple teacher participation 
to successful schools. They are convinced that " truly 
successful schools were those that involved staff members in 
problem solving and decision making". 
Involving teachers in the management of schools has certain 
implications for teachers as well as for the principal. The 
following aspects are discussed by Chapman (1990:230-236): 
The individual's sense of efficacy 
[My own] research clearly reveals the extent to which 
the experience of participation in school management 
can contribute to an increased sense of personal and 
political efficacy among a considerable number of 
teachers. Through participation teachers claim to 
have gained an increasing sense of mastery over the 
destiny of the school and of themselves in that 
school. Associated with the sense of mastery and 
control is the increasing sense of "one's place" -
72 
one's identification and affinity with the school and 
with fellow teachers and parents. 
Increased trust in the administration of the school 
... involvement in school decision-making and manage-
ment has been found to have the potential to develop, 
among participants, an increased trust in the or-
ganization of the school. Associated with the in-
creased trust is the knowledge that structures and 
mechanisms now exist to reduce excessive influence 
being exercised by the few. 
The development of trust in the organization and a 
belief in the individual's ability to influence that 
organization provides the basis for an improved 
relationship between principal and staff. 
The involvement-influence distinction 
It should be emphasized, however, that the factors 
which have been found to enhance an individual's sense 
of efficacy, produce satisfaction and contribute to 
ongoing teacher involvement in school decision-making 
and management have been found to be significant only 
when teachers are confident that they do have in-
fluence over the important decisions that are made and 
implemented. 
The costs of involvement 
many teachers ... , although they are not satis-
fied with the decisions made in their school, choose 
not to become involved in decision-making and manage-
ment on the basis that the perceived costs of invol-
vement exceed the benefits . ... For participation to 
be attractive organizational arrangements must 
ensure that participation in decision-making does not 
detract from teaching. 
Evidence is conclusive, however, that one of the most 
immediate costs of increased teacher involvement in 
school management is "time". For many teachers the 
additional time associated with committee work, and 
the need to balance priorities among administration, 
teaching and personal life contributes to increased 
tiredness and stress which in turn affect classroom 
practice and attendance. 
One other disturbing effect of limited time is its 
impact on the decision-making process itself and the 
quality of the decisions made. When there are time 
constraints and difficulties associated with coor-
dinating a wide range of people and organizing them to 
meet and achieve some agreement, it is often difficult 
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to evaluate issues critically and to develop con-
sidered responses. 
The influence of the school leader on teacher par-
ticipation 
Despite the provision of structures to enhance teacher 
involvement in decision-making and management, the 
evidence reveals that the influence of the principal 
remains fundamentally important in determining the 
extent, nature and pattern of teacher participation in 
the decision-making of schools: 
• the most widely representative committees 
evolve in schools where principals actively 
encourage participation, acknowledge individual 
contributions and ensure effective implementation 
of committee decisions. 
• ... where principals are viewed as authoritarian 
in approach, despite democratic procedures and 
the electoral system, power tends to remain 
concentrated in the hands of a select few. 
• Where principals have a right of veto, and read-
ily exercise the veto, the potential for disil-
lusionment and frustration with the participative 
process always exists. 
• Among those who perceive th ems elves among the 
less powerful in the school, the existence of a 
principal operating in a selectively col-
laborative way and allied with a group of influ-
ential staff can in itself present a formidable 
threat. To ensure the widest possible level of 
representation and involvement, it would seem 
desirable, perhaps essential, that principals 
adopt an approach which avoids the perception of 
selective support and/or the existence of prin-
cipal cliques. 
Chapman (1990:234) further states that, with regard to which 
teachers participate, it would appear that, in systems that " ... 
have promoted increased teacher participation in decision-making 
this has worked to exclude women from a significant decision-
making role". 
Caldwell and Spinks ( 1992: 119) are of the opinion that their 
model for self-management of schools (which will be discussed 
later in this study) enhances the workplace of teachers. Ac-
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cording to them (Caldwell & Spinks 1992:119-130) this can be 
achieved through restructuring the workplace of teachers, ongoing 
acquisition of knowledge by teachers and through teachers 
operating as so-called reflective practitioners. 
Authors in the field of educational management have, through the 
years, advocated the participation of teachers in the management 
of schools. They have not, 
teachers should be involved. 
however, explicitly suggested how 
Moisan (1990:64) suggests that sub-
committees of the governing body could provide one such way of 
involving teachers in school management. According to him 
(Moisan 1990:64) the use of sub-committees has the following four 
advantages: 
• It enables governors to draw upon the creativity, 
expertise and commitment of the teaching staff. 
• It can only improve the quality of the decisions 
taken and hence improve the effectiveness of the 
school. 
• It also has the benefit of involving the very 
people who will carry the burden of implementing 
the decisions made - the teachers themselves. 
• It is a vital ingredient in raising morale, 
reducing stress, harnessing energy and commitment 
and in building the teams and teamwork that makes 
for an effective school. 
In paragraph 2. 6. 3 of this chapter, zones of acceptance, of 
indifference and of rejection were defined. Lewis (1989:28) 
maintains that if teachers are to remain satisfied with their 
participative role, they should be involved in decision-making 
in the first two of these zones. This author does not, however, 
specify the types of decisions that fall into each of these 
zones. 
Conley (1989:371) states that researchers have found support for 
the following " two domains in school organization, each 
containing different types of decisions: 
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• a technical-operational domain (decisions related 
to instruction) and 
• a managerial domain (decisions related to bureau-
cratic support functions). 
Conley (1989:373) himself, however, is of the opinion that the 
following four decision domains may also be considered: 
• Organizational resource allocation. Including facili-
ties planning, budget development, and expenditure 
priorities 
• Work allocation. Including school assignments 
and classroom assignments 
• Professional/client-organization interface. 
Including grading policies, reporting procedures, 
student rights, performance evaluation, and staff 
hiring 
• Teaching process. Including what to teach, how 
to teach, books available for use, and books used 
Conley (1989:374) has, furthermore, tried to put teacher partici-
pation in context. 
following: 
Some of his remarks in this regard are the 
Teachers and their representatives may view par-
ticipation as a double-edged sword. On the one hand, 
participation may be viewed as a device designed, at 
best, to gain teacher acceptance of decisions already 
made by management and, at worst, to circumvent 
teachers' unions. On the other hand, teachers and 
their representatives clearly view participation 
proposals as potential vehicles for gaining greater 
professional control over the occupation. 
Similarly, administrators may fear that calls for 
teacher participation in decision making will erode 
traditional administrative authority ... Principals in 
particular may feel threatened. 
There are few administrators, however, who would 
adhere to the view that teachers should not par-
ticipate in decision making. Similarly few teachers 
maintain that they should assume authority for all 
school decisions. Indeed, teachers and administrators 
would probably agree that teachers have a role in 
influencing school management decisions and that 
administrators have a legitimate managerial authority. 
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Clearly, the more that teachers are involved in 
formulating, implementing, and evaluating school and 
district policies and programs, the more influence 
they can be expected to have on school management 
decisions. 
Participation is viewed not as something that is 
simply structured but as something that is constantly 
negotiated between teachers and administrators. 
Significantly, while both authority and influence may 
be negotiated in school organizations, it appears that 
both new and traditional (i.e. department structures) 
forms of participation enhance influence. That is, 
for the most part, participation gives teachers 
greater individual and collective influence over 
school decisions; it does not invest teachers with 
additional authority. 
Chapman and Boyd (1986:43), in their paper on decentralization 
in Australia, report that the attitude of certain groups of 
teachers towards decentralized school management was more 
positive than that of others, and that " ... devolution, with its 
associated redistribution of power, appears to have had its most 
positive impact upon the morale of the younger and more politi-
cally active staff. These staff reported that they were 
increasingly more interested and centred on the school and more 
committed to its success; more active and positive in their 
attitudes to the broadened range of professional experiences now 
available; more confident in their ability to exercise influence 
in the school, through general consul ta ti on and through the 
official bodies of the school ... Some teachers, however, found 
the additional responsibilities associated with decentralization 
and devolution a heavy burden". 
2.6.5.3 Parents 
The discussion in this paragraph will be limited to parents' 
participation in the management of schools and, therefore, 
excludes the role of parents in the home-learning of their 
children. 
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Beattie (1985), in his extensive book on parent participation in 
four Western countries, puts forward the following view: 
Parent participation as a reform measure was attrac-
tive to governments because it appeared to be 
• relatively cheap and capable of rapid implemen-
tation; 
• consensual (or at least combined a variety of 
interests behind a smokescreen of democratic and 
participatory ideals); 
• diversionary (providing complicated but not very 
significant activity for groups or individuals of 
potentially oppositional character); 
• Administratively advantageous (certain messy or 
controversial problems could be removed from the 
overcrowded central agenda and resolved at lower 
levels). 
Cullingford (1985:4) mentions the following two relevant factors 
motivating parent involvement in schools: 
One attitude towards parental involvement is that the 
school is answerable to its community, that it should 
be a focus of communal interest and responsiveness to 
the needs of society. 
Another, different, assumption about parental invol-
vement is that schools should draw on the expertise 
available and that parents should be allowed to be 
partners in the development of their children, that 
they should enter more fully into the world of 
schools. 
Chapman (1987:69) sums up parents' attitude to participation as 
follows: 
parent representatives 
changed responsibilities have 
in in corpora ting these in to 
their lives. 
whilst accepting the 
often found difficulty 
the general fabric of 
As far as the effect of parent involvement in the academic 
achievement of schools is concerned, Fullan (1991 :237) concludes 
from his study of the relevant literature, that" ... there is 
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little evidence to suggest that parent involvement in governance 
affects student learning in the school, although there may be 
other benefits and indirect effects ... II 
Holt and Murphy (1993:185) draw the following optimistic picture 
of parent participation in the future: 
In the recent past, when parents, teachers and the 
general public have participated in decision-making 
activities at their local schools, the involvement has 
usually been mere tokenism. Consequently, the leader-
ship provided by a principal and head-teacher has had 
a substantial impact on the achievements of a school. 
As school councils, school management committees and 
school governing bodies accept greater responsibility 
for managing schools, these boundary-spanning or-
ganizations are going to make a significant contri-
bution to the performance attained by the schools they 
serve. 
The successful participation of parents, teachers and 
the general public in school management will depend on 
many factors. Some of these issues are presently 
known, while many others are not known. 
Caldwell and Spinks (1988, 1992), in their two books on the self-
management of schools, have very little explicitly to say on 
parent participation in such schools. They, however, recognize 
parents as one of the groups making up the school community 
(Caldwell & Spinks 1992:133), and they advocate 11 ••• a strong 
role for parents as members of the policy group in the school, 
thus securing their participation in such matters as charter, 
mission, goals, policies, priori ties, strategic plan, budget 
approval and cyclical evaluation programme. In the policy-making 
phase, in particular, parents can directly participate as members 
of working parties, or can provide information as working parties 
go about their task of generating options for consideration by 
members of the policy group". 
A factor of particular importance to any country proposing to 
introduce a system of school self-management is mentioned by 
Beattie (1985:247), as a conclusion drawn from his study is that 
II straightforward borrowing is unlikely to be successful. 
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The structures of parent participation are intimately connected 
with differing structures of educational government and ad-
ministration, and with deep-rooted national attitudes and 
traditions". 
He (Beattie 1985:249) goes on to offer the following pertinent 
advice: 
each of the four sets of actors involved in 
formulating education policy in democratic societies 
(politicians, administrators, teachers and parents) 
has to make decisions which ultimately affect the 
welfare of children. The more openness there is about 
such decisions, and the more information about the 
constraints upon them, then the less fear, suspicion, 
defensiveness and misunderstanding there will be - and 
the more likelihood of all parties eventually being 
able to participate in processes of advising, ensuring 
and deciding. The end product may be education 
systems which are more variegated and adaptable, and 
better supported by the communities they serve, than 
is common at present. That result may be achieved 
more easily by aiming first for better communication 
than by "going for broke" at too early a stage and 
aiming directly for "participation as deciding". 
The precise role of parents in governing bodies and management 
councils will not be dealt with in this thesis, as their 
functions are very much determined by existing and possible 
future legislation in their own countries. 
2.6.5.4 Members of the community 
Marret (1990:238) states that schools often " ... mean by "com-
munity the wider public", particularly those citizens who are 
located within a specific district". 
She furthermore adds the following thought-stimulating statement 
(Marrett 1990:238-239): 
Two rather different ideas about the nature of this larger 
community appear. The first sees the community as an array 
of groups and individuals, some of whom have greater 
difficulty than do others in penetrating the educ a ti on al 
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systems . ... This approach to community and control aims to 
widen the circle who can exercise options. It supposes 
that no place of education should be so daunting that only 
a few members of the public should dare to cross its 
portals. 
The second treats the community as a locus of shared 
interests. Those who take this view intend to involve 
the collectivity not separate individuals in 
affairs of the school. From this perspective, the 
task must be to draw segments together for common 
educational purposes, not to enlarge the net of 
persons who pursue their special interests. 
Most of what has been said in this chapter about parent par-
ticipation is also applicable to the participation of the 
community. In addition, Chapman (1990:238) has the following to 
say: 
School councils or boards throughout the world have 
been found to be composed of occupational elites. 
one of the consequences of this elite occupational 
composition is the increased availability of leader-
ship and management skills. This may make the work of 
the school administration more effective, but it also 
ensures that the actions of the professional educators 
are more open to scrutiny. 
With regard to the participation of corporations in education, 
although not strictly in the management of schools, Antelo and 
Henderson (1992:51) report: 
Increasing efforts to establish partnerships between 
public schools and the private sector are currently 
one of the most significant developments in education. 
This trend has entered a maturation process and new 
directions are beginning to appear, However, a 
massive new infusion of money for the schools is not 
likely to be expected al though corporate interests may 
become more involved with schools and more aware of 
the needs of public education. 
Corporate businesses are participating in a variety of 
programs by providing funds for grants to teachers, by 
sponsoring adopt-a-school programs, special programs, 
new educational ventures and the like. The nature of 
these efforts reflects the business interest in the 
educational impact on employment, productivity, and 
the abilitv to compete in the world market. [Own 
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underlining] It is also assumed that such interest 
stems from an understanding that public schools are 
vital to the fun·ctioning of a democratic society. 
2.6.5.5 Pupils 
Battery (1992:149-162) devotes a whole chapter in his book to 
management of schools and citizenship and how they pertain to 
children. He (Battery 1992:149) states that" ... pupils have 
a need and a right to be involved in the running and management 
of schools from a much earlier age than is normally assumed and 
are capable of profiting from this". 
This author (Battery 1992:150-162) argues his case from the 
following five perspectives: 
• The notion of the child 
• Children's abilities 
• Children's rights and arguments against 
• Children and curricular decisions and 
• Children and organizational decisions. 
The latter two perspectives lie within the scope of this thesis. 
Battery's main theses regarding them will, therefore, be given. 
As far as curricular decisions are concerned, the conclusions 
reached by Battery (1992:158) seem to favour pupils' participa 
tion in curricular matters to a degree suited to their develop-
ment and he makes the following relevant statement: 
An acknowledgement of children's rights and their 
developing responsibilities suggests that respect for 
their developing autonomy and rationality, and an 
understanding of the tentativeness and changeability 
of all curricular knowledge come together in a mutual-
ly reinforcing way. This necessitates that as the 
child progresses, the teacher increasingly ac-
knowledges the child's developing grasp of the nature 
of learning. The paradox of teaching seems to be that 
a major criterion of its success must lie in the 
extent to which a pupil can progressively do without 
it. 
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Regarding the pupil's role in organizational decisions at school 
level, Battery (1992:158) states that 11 ••• it is a deficiency 
of the school if those taught are not consulted about matters of 
their treatment, and about suggestions for improvement. 
However, and more importantly, not to consult children would 
specifically be a failure to educate them towards democratic 
involvement within the community as a whole. Quite clearly, we 
are beginning to talk of an inseparable link between the 
management and organization of schools, and the politics of 
school and society, for how schools are organized and managed, 
the role that is given to pupils within such institutions, will 
crucially affect their political literacy and concept of 
citizenship in later life". 
He (Battery 1992:159-162) acknowledges that there are specific 
barriers to achieving such pupil participation in a school but 
concludes that these are not insuperable if the will to overcome 
them is present. 
Some backing for Battery's views are supplied by Wilson and 
Corcoran (1988:20), who report that high levels of pupil 
participation seem to be a characteristic of successful secondary 
schools. Caldwell and Spinks (1992:134) report that it is normal 
in Victoria [Australia] 11 ••• for students to be represented on 
the council of a secondary school". 
2.7 SOME SCHOOL SELF-MANAGEMENT MODELS AS APPLIED IN VARIOUS 
COUNTRIES 
2.7.1 Australia 
Historically, the Australian State systems of public education 
have been extremely centralized. Since the 1970's, however, the 
State of Victoria, in particular, experienced a strong move 
towards decentralization and self-management of schools (Smart 
1988:19). In 1975 the state government of this state required 
all public schools to establish schools councils. The schools 
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were given several models of such councils as a guide, with most 
providing powers of advice only to the principal and staff 
(Chapman 1990:4). By 1988 every public school in this state had 
such a council consisting of parents, teachers and, for secondary 
schools, pupils (Caldwell & Spinks 1988:4). 
Within the framework of social and educational goals determined 
by the state, school councils were given powers to develop school 
improvement plans, determine curriculum objectives and the use 
of school resources, and to appoint the principal (Smart 
1988:20). Later, the government agreed to decentralize further 
in the areas of curriculum, special programmes, finance and 
facilities, while providing stronger direction and support to 
schools through reorganized and expanded services at regional 
level (Chapman 1990:4). 
According to Chapman ( 19990: 185) 11 it is now common for 
schools to be allocated a block grant to cover items such as 
equipment, supplies, public utilities, and even some non-teaching 
staff, and to have the freedom to apportion funds across and 
within categories . ... schools are still largely dependent upon 
staffing schedules, appointments and working conditions deter-
mined by central authorities. She (Chapman 1990:186) is of the 
opinion that the types of decision-making depicted in Table 2.1 
will 11 probably form the boundaries of government school 
autonomy in Australia. 
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Tabie 2.1 Roies and responsibiiities of the schooi councii and 
principai (Chapman 1990:187) 
1. 
2. 
3. 
4. 
5. 
School council 
Deciding the education 1 . 
policy of the school 
within Ministry guide-
lines and requirements. 
Deciding the major di- 2. 
rections of the school 
programme by determining 
curriculum objectives. 
Ensuring that school 3. 
policies are relevant to 
local needs. 
Strengthening the rela- 4. 
tionship between the 
school and the com-
munity. 
Being responsible for 5. 
defined areas of school 
operations such as: 
- Budget approval 
- Monitoring financial 
management 
- selection of ancillary 
staff 
- approval of camps and 
excursions 
6. Determining how much of 
the defined council 
responsibilities is to 
be delegated to the 
principal. 
7. Planning on a long-term 
basis. 
2.7.2 Britain (England and Wales) 
Principal 
Providing educational 
leadership and support 
for the operations of 
the council. 
Supporting, promoting 
and implementing the 
policies of the Minis-
try, and the policies 
and decisions of the 
school council. 
Ensuring the effective 
and efficient management 
of the school. 
Determining (with the 
staff) the most appro-
priate educational means 
of realizing council 
policy and decisions. 
Helping council members 
to become involved in 
policy formation in all 
the major areas of 
school policy. 
The Education Reform Act of 1988 introduced a form of school 
self-management, called Local Management of Schools (LMS), to 
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schools in Britain (England and Wales (Emerson 1991 :9). LMS has 
the following three main components: 
• It delegates greater financial powers to schools. Gover-
ning bodies of schools with more than 200 pupils must 
assume responsibility for the school's finances, while 
those with fewer than 200 pupils may also receive such 
delegated powers (Bell 1992:7). Although the school does 
not receive its budget amount in actual cash, the governing 
body is free to decide exactly how the money is to be spent 
(Gilbert 1990:21). 
• The funds allocated to schools is based on a formula. The 
formula is based on such characteristics as the age and 
numbers of pupils and the size of buildings. The result is 
that all schools with the same characteristics receive the 
same level of funding (Emerson 1991: 21). 
• Schools are granted control over most aspects of personnel 
manaqement. The governing body has the power to decide the 
staffing scale of the school - how many people to employ 
and at what level. The governing body also has powers to 
appoint, discipline and dismiss staff (Gilbert 1990:26). 
LMS is intended to enable governing bodies and principals to use 
their resources in accordance with their own needs and priorities 
and to make schools more responsive to parents, pupils, the local 
community and employers (Gilbert 1009:16). 
The British Education Reform Act of 1988 also made it possible 
for schools to opt for grant-maintained status. Davies and 
Anderson (1992:6) maintain that " ... the significant difference 
between grant-maintained and LMS schools is that in the former, 
the amount previously retained by the Local Education Authority 
for property maintenance, central administration, advisory and 
inspection services and other support services is now given 
direct to the school". Grant-maintained schools, therefore, have 
greater degree of self-management than do LMS schools. 
2.7.2 Canada 
In Canada, Edmonton in the state of Alberta started school-based, 
or self-managing, management in 1976 (Brown 1990:21). Chapman 
(1990:6) describes the Edmonton system as follows: 
Over a period of ten years decisions related to the 
allocation of resources for teaching and ancillary 
staff, equipment, supplies and services have been 
decentralized to schools. This means that the prin-
cipal and staff of a large high school must plan for 
the allocation of several million dollars each year. 
Staff are hired centrally but are selected by prin-
cipals. salaries and working conditions are es-
tablished for the system as a whole in collective 
bargaining between the organization representing the 
interests of teachers and the school board. average 
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salaries are used as the unit cost of a teacher in 
planning at school level. The school board (The 
governing body for schools in the district) has 
determined broad goals for the system and annually 
sets priorities for all schools. Schools are free to 
determine their own pattern of resource allocation, 
with the only constraints being that they must address 
system as well as local goals and priorities and must 
take account of conditions which are specified in 
collective bargaining. 
This system does not make allowance for councils or boards at 
school level and there is no policy group that includes parents 
(Caldwell & Spinks 1992:149). 
2.7.3 United States of America 
In the United States of America, where education is very much the 
concern of individual states and even counties within states, 
there is no uniform approach to school self-management. 
According to Caldwell and Spinks (1988:16) " ... most of the more 
comprehensive attempts at school-site management (school self-
management) were in management and Florida but, even in these 
states, the numbers are small. " Because of these small numbers, 
only one example, namely that of Dade County in Florida, will be 
discussed. 
According to Gomez (1989:21), Dade County schools are recognized 
as a model for school-based management. He (Gomez 1989:20-22) 
describes the Dade County model as follows: 
In the early 1970 's the Dade school board approved 
several rules and regulations that shifted responsi-
bility for certain budget decisions from the central 
office and area levels to individual schools. The 
goal was to focus the resources of the entire schools 
system at schools level. 
Because the program as envisioned had the potential to 
alter radically both the roles of the teacher and the 
traditional methods of managing a school, the school system 
devoted a considerable amount of time to exploring the 
issues that could arise. 
In time, the preliminary work led to general goals for the 
program, among them: (1) to improve the education program, 
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(2) to increase the focus of school system resources at 
school level, (3) to initiate shared decision making at 
school level, and (4) to increase community participation 
[researcher's emphasis] .... the typical model for shared 
decision making: Decision making falls on a group of staff 
members, made up of administrators and teachers, referred 
to as the cadre. Some cadres also include noninstructional 
staff members, students, and parents. 
Caldwell and Spinks' ( 1 988: 5) summary of these development, 
quoted earlier in this chapter, bear repetition, namely that " ... 
the common thread in all of these developments has been the shift 
in power to make certain kinds of decisions from a central 
authority to the school. In each instance, the school has 
continued to work within a framework of legislation, policies and 
priori ties determined by the central authority. These decisions 
have been concerned with the allocation of resources, in the 
narrow financial sense in all instances, but often in the broader 
sense in the areas of curriculum, personnel and facilities. In 
general the intent has been to foster a measure of self-manage-
ment in the school. " 
2.8 APPLICATION IN SOUTH AFRICA 
In the opinion of the researcher, what has been said about self-
management in schools in this chapter provides a firm theoretical 
basis on which to evaluate the state-aided (Model C) system of 
school management in South Africa, and for making recommendations 
on how to amend this system of management so that it will be more 
acceptable both from an educational and a social point of view. 
The researcher is also of the opinion that a properly structured 
and implemented system of self-management in schools would be 
within the letter and spirit of section 32 of the Constitution 
(SA. 1993), 'namely ". . . every person shall have the right -
• to basic education and to equal access to educational 
institutions; 
• to instruction in the language of his or her choice where 
this is reasonably practicable; and 
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• to establish, where practicable, educational institutions 
based on a common culture, language or religion, provided 
that there shall be no discrimination on the ground of 
race". 
The participative nature of school self-government, as outlined 
in this chapter is, in the researcher's opinion, compatible with 
the principle enunciated in the White Paper on Education and 
Training (SA. 1995:22) that" ... democratic governance should 
increasingly be reflected in every level of the system, by the 
involvement in consultation and appropriate forms of decision-
making of elected representatives of the main stakeholders, 
interest groups and roleplayers". 
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3. EXPOSITION OF THE MANAGEMENT OF STATE-AIDED 
(MODEL C) SCHOOLS AS A SOUTH AFRICAN MODEL OF 
SCHOOL SELF-GOVERNMENT 
3.1 INTRODUCTION 
The previous chapter of this thesis dealt with various aspects 
of school self-management as discussed in the literature. 
In South Africa a particular style of self-management has been 
introduced into many schools under the jurisdiction of the former 
Department of Education and Culture, Administration: House of 
Assembly (DEC). These schools are generally known as state-aided 
or Model C schools. Certain schools, such as farm schools, under 
the jurisdiction of other former departments of education are 
also called state-aided but these schools are neither known as 
Model C schools nor do they practise self-government. In this 
thesis, however, all reference to state-aided schools will be to 
those established by the former DEC, that are also known as Model 
C schools. 
Before attempting to analyze the management system of Model C 
schools in terms of the literature on self-governing schools, it 
is necessary to discuss Model C schools in terms of the prevail-
ing legislation and policy. 
In this chapter the system of management praqtised in these 
state-aided schools will specifically be discussed in the light 
of prevailing legislation on the one hand, as well as guidelines 
laid down by the DEC on the other hand and then also using the 
White Paper on Education and Training (SA. GN. 196 of 1994) as 
a guideline. 
Although the DEC no longer exists, the researcher thought it 
would be advisable to use its guidelines, largely contained in 
a manual for state-aided schools (SA. DEC sa), as these would 
place the management of state-aided (Model C) schools in proper 
perspective from an historical and managerial point of view. 
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The system of school management in state-aided schools differs 
to some extent from that in other schools, the main difference 
being the more extensive duties and functions accorded the 
governing body in state-aided schools. However, this resulted 
in an unforeseen dichotomy. On the one hand, governing bodies 
have been granted these extensive powers in terms of section 31 
of the Education Affairs Act (House of Assembly) 70 of 1988 
(South Africa 1988, sec. 31), as amended, and of Regulation 6 of 
the Regulations Relating to Governing Bodies of State-aided 
Schools, Excluding State-aided Schools for Special Education, 
also as amended (SA. GN. No. R2932). On the other hand, these 
powers were circumscribed by the then Minister of Education and 
Culture (House of Assembly) in terms of the powers granted him 
by section 32 of the Act (SA. TED 1993a). 
Although the governing body is specifically excluded from 
interfering with the professional activities of teachers (cf. 
par. 2.8, SA. TED 1993a:3), in practice its members cannot but 
have an influence on the professional activities of the school. 
Some ways in which they exercise this influence include, in the 
researcher's opinion, the following: 
• The appointment of teachers 
• The purchase of text books 
• The provision of facilities 
• The ethos of the school 
• The general vision, specific mission and long and 
short term objectives of the school 
Governing bodies do, therefore, have an important role to play 
in educational management at school level. Their management task 
is, however, according to the researcher, hampered by several 
factors that include the following: 
• Most members of governing bodies are not profes-
sional educators, while many also lack experience 
in management. 
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• Most members are employed on a full-time basis in 
their own occupations and they thus have limited 
time to devote challenging task of managing the 
school. 
• The time they do have available, moreover, usual-
ly falls outside normal school hours. 
• Members of governing bodies also have very lim-
ited contact with the staff of the school. 
A complaint voiced by principals during interviews with the 
researcher is that members of governing bodies continually 
attempt to trespass on the professional terrain of the principal. 
This may result in troubled or strained relations between them, 
depending on the approach of both parties to the resolution of 
conflict situations. All this tends to make the position of the 
governing body as managers and the·"new" role of the principal 
of the school very difficult. 
Perhaps the best practical solution to this problem would be to 
regard the role of the governing body as analogous to that of the 
board of directors of a company. In practical terms this would 
mean that the governing body is responsible for formulating 
policy and taking decisions within the parameters of the Act and 
the Regulations. The principal, then, may be regarded as the 
chief executive officer of the school with the responsibility of 
"selling" the governing body's decisions to the staff. He or she 
is also responsible for the implementation of these decisions. 
The DEC also sees the principal's role in this light (SA. DEC 
sa:25) This emphasizes the role of the principal as facilitator 
between all the role-players in school management. 
This chapter will concentrate, in the first place, on examining 
the possible effects that the stipulations contained in official 
documents may have on the management of state-aided schools. 
Secondly, the role of the principal as the facilitator will be 
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examined. The principal needs guidelines for his or her role as 
facilitator so that decisions reached are consistent with the 
general goals of the school. Such guidelines are provided by 
the vision, mission statement, shared values and objectives of 
the school. These, too, will be discussed in this chapter. 
3.2 THE LEGISLATIVE BASIS OF THE STATE-AIDED SYSTEM OF SCHOOL 
MANAGEMENT AND ITS INTERPRETATION BY THE FORMER DEPARTMENT 
OF EDUCATION AND CULTURE, ADMINISTRATION: HOUSE OF AS-
SEMBLY 
The legislative basis for the management of state-aided schools 
is contained in Chapter 5 of Act 70 of 1988 (SA. 1988), and the 
regulations promulgated under this Act. 
In this chapter of the thesis we will of examine the position of 
the governing body and the principal as determined by this 
legislation, as it is felt that the manner in which they function 
is the crux of the management of state-aided schools. At present 
(1995), there is no certainty regarding the future of this model 
of school management. It is, however, considered worthwhile to 
examine this model to see if it is worthwhile continuing with it, 
albeit in a revised form that falls within the parameters set by 
the White Paper on Education and Training (SA. GN. 196 1995). 
This document will from here on be referred to as the White 
Paper. 
The relevant sections of the Act (SA. 1988) will be quoted and 
commented on. 
3.2.1 Management and control of a state-aided school 
Section 31(1) of the Act stipulates that: 
Subject to the provisions of this Act, the management, 
control and executive power of a state-aided school 
shall vest in its governing body. 
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Although this section seems to grant the governing body full 
authority over the affairs of the school, these powers are 
tempered by both section 19 (see paragraph 4.2.3.2 below) and 
section 32 (see paragraph 4.2.3.6 below) of the Act. 
The powers granted to governing bodies are, for the meantime, 
guaranteed by the Constitution (SA. 1993, sec. 247(1)). The same 
guarantees may possibly not be repeated in the new constitution 
at present being written. 
The White Paper, however, stipulates that a national framework 
for school organization is essential and that such a framework 
should clarify the legal status of different categories of 
schools and establish national norms and standards for school 
management. It furthermore states that these legal categories 
should include state, state-aided and independent schools (SA. 
GN. 196 1995: 70). The powers and functions of the governing 
bodies of state-aided schools are, however, not stipulated, 
although it is stipulated that state involvement in school 
governance should be kept to the minimum required for legal 
accountability, and that it should be based on participative 
management (SA. GN. 196 1995:70). The White Paper envisages a 
Review Committee that will analyze the current situation of 
school organization and make recommendations in this regard (SA. 
GN. 196 1995:71). 
The principle of state-aided schools managed by governing bodies 
would, therefore, seem to be accepted by the national Department 
of Education. 
3.2.2 Legal aspects of state-aided schools 
All legal aspects relating to state-aided schools are dealt with 
in Chapters 4-7 of the Act. 
3.2.2.1 Meetings of governing bodies 
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Section 31(2) of the Act stipulates that section 16 is mutatis 
mutandis applicable to governing bodies. 
Section 16 states the following (for the sake of clarity the term 
"governing body" has been substituted for the term "council"): 
• A governing body shall elect from its number a 
chairman and vice-chairman, who shall each hold 
office for the prescribed period. 
• The vice-chairman may, if the chairman is absent 
or for any reason cannot act as chairman, perform 
the functions of the chairman. 
• In the absence of both the chairman and the vice-
chairman from a meeting of the governing body the 
members present shall elect any person from their 
number to preside at the meeting. 
• The decision of the majority of the members of a 
governing body present at a meeting of that 
governing body, constitutes a decision of that 
council, and in the event of an equality of 
votes, the person presiding at the meeting shall, 
in addition to a deliberate vote, have casting 
vote. 
• No decision taken by a governing body or action 
taken on the authority of the governing body 
shall be invalid only by reason of the fact that 
a vacancy existed on that governing body, or 
because a person who was not entitled to sit as 
a member of that governing body sat on that 
governing body as a member, at the time when the 
decision was t.aken or the action was authorized 
by the majority of the members of the governing 
body who were present and entitled to sit as 
members. 
The fact that decisions are taken and actions authorized by a 
simple majority of the members of a governing body, could, unless 
the governing body took pains to avoid it, lead to a situation 
at state-aided schools where many role-players outside disagreed 
with the decisions and actions of the governing body. 
This places a heavy responsibility on the shoulders of the 
members of the governing body to discover the opinions of all the 
role-players concerned with the management of the school if they 
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are to manage the school in a manner acceptable to the overwhel-
ming majority of these role-players. 
Although the Act does not require it of them, the organizational 
health of the school requires what Miles (1973:438) calls 
communication adequacy and which he describes as follows: 
This dimension of organization heal th implies that 
there is relatively distortion-free communication 
"vertically", "horizontally" and across the boundary 
of the system to and from the environment. That is, 
information travels reasonably well just as a 
heal thy person "knows himself" with a minimum level of 
repression, distortion, etc. People have the 
information they need, and have gotten it without 
exerting undue efforts ... 
Such communication adequacy will do much to ensure that the 
governing body is aware of the opinions of other role-players and 
that, consequently, a majority of all the role-players are 
prepared to accept the decisions of the governing body. 
This is, in fact, an extension of the principle of participation. 
All role-players are kept informed about decisions taken by the 
governing body and the principal and are, in turn, canvassed for 
their views. This should result in the role-players developing 
a sense of ownership in the school, on the one hand, and of 
meaningful participation in the management of the school, on the 
other hand. 
3.2.2.2 Regulations with respect to governing bodies 
Section 19 of the Act, which deals with regulations relating to 
councils, is in terms of section 31(2), mutatis mutandis 
applicable to governing bodies. 
Section 19 is quoted below with the term "governing body" 
substituted for the term "council". 
The Minister may make regulations as to -
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• the constitution, powers, duties and functions of 
councils; 
• the qualifications for appointment, designation 
or election as, the terms of office by, members 
of governing bodies, and the filling of inciden-
tal vacancies in governing bodies; 
• the election and powers of chairmen and vice-
chairmen of governing bodies; 
• the convening of, the procedure and rules at, and 
the quorum for, meetings of governing bodies and 
commit tees of governing bodies and the keeping of 
minutes of such meetings; 
• the dissolution and reconstitution of governing 
bodies; and 
• the designation of persons in service in the 
Department to perform the work relating to the 
performance of the functions of the governing 
bodies. 
While this section makes provision for the orderly functioning 
of governing bodies, it also gave the then Minister the power to, 
any time, make regulations which can change the powers, duties 
and functions of the governing body and, by so doing, can 
materially alter the conditions on which the parents based their 
decision to have the school declared a state-aided school. 
A practical effect of this section is that it allowed the then 
Minister to make regulations that could limit the powers granted 
to governing bodies under section 31 of the Act. 
This will, in the opinion of the researcher, need to be changed. 
The White Paper (SA. GN. 196 1995:21) states the principle that 
parents " have the right to be consulted by the state 
authorities with respect to the form that education should take 
and to take part in its governance". This would imply that the 
powers and functions given to the governing body should, in the 
first instance, be negotiated with the relevant role-players and, 
secondly, that any change to these powers and functions should 
also only be made after negotiations with the relevant role-
players. 
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3.2.2.3 Proclamation as a state-aided school 
Section 29 stipulates, among others, that: 
The Minister may, according to such conditions as he 
may determine, by notice in the Gazette declare a 
public school (excluding an industrial school and a 
reform school) to be a state-aided school with effect 
from a date mentioned in the notice. 
The Minister may establish a state-aided school at any 
place. 
A state-aided school shall be managed and controlled 
in terms of this Act. 
This section provides the legal basis for the existence of 
present state-aided schools. 
The then Minister was also empowered by this section to make the 
declaration of state-aided schools dependent on conditions 
determined by him. This resulted in restrictions on the autonomy 
of the management of state-aided schools. 
3.2.2.4 The status and patrimonial powers of state-aided 
schools 
Section 30 of the Act defines the status and patrimonial power 
of state-aided schools as follows: 
• A state-aided school shall be a juristic person. 
• A state-aided school shall not without the ap-
proval of the Minister let, sell or otherwise 
alienate its immovable property or grant to any 
person any real right therein or servitude there-
on. 
• A state-aided school shall appropriate money or 
other goods donated or bequeathed to or received 
in trust by that school, in accordance with the 
conditions of the dona ti on, bequest or trust 
concerned. 
It must, however, be noted that it is the state-aided school and 
not the governing body that is the juristic person. 
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This section of the Act effectively controls the geographic 
distribution and stability of schools by preventing any school 
from selling its immovable property and using the proceeds to buy 
another property in a different locality. 
It also recognizes the right of donors and legators to stipulate 
the use to which their donations or legacies to schools ( the 
patrimonial powers of governing bodies) may be put. One possible 
such stipulation could be that the money or goods revert to the 
donor or the estate of the legator, should the school ever have 
its status as a state-aided school revoked. 
3.2.2.5 The consequences of the proclamation of a public 
school as a state-aided school 
Section 31(A) of the Act states the following: 
• As from the date on which a public school is 
declared to be a state-aided school under section 
29 (2A) -
the ownership and control of movable and 
immovable property and all rights which im-
mediately prior to that date vested in the State 
or the management council concerned, shall de-
volve upon the state-aided school concerned on 
such terms and conditions as the Minister with 
the concurrence of the Minister of the Budget may 
determine: Provided that if immovable property 
so vested, in the opinion of the Then Minister is 
not being utilized in the interests of education, 
such immovable property shall without payment of 
compensation by the State revert to the State; 
the liabilities and obligations which im-
mediately prior to that date vested in the State 
or the management council, shall devolve upon the 
state-aided school; 
the administrative records and other documents 
relating to the public school concerned and which 
the Then Minister may determine shall be trans-
ferred to such state-aided school; and 
The management, control and executive power of 
the state-aided school concerned shall vest in 
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the governing body constituted in accordance with 
the provisions of this Act. 
Immovable property devolving upon the state-
aided school or reverting to the State in terms 
of subsection (1)(a), shall be transferred to the 
state-aided school or the State, as the case may 
be, without payment of transfer duty, stamp duty 
or other moneys or costs, but subject to any term 
or con di ti on contemplated in subsection ( 1) (a) 
and any existing right, encumbrance, duty or 
trust on or over that property. 
The officer in charge of a deeds office or 
other office where immovable property referred to 
in subsection (2) is registered, shall, on sub-
mission to him of the title deed concerned, make 
such endorsement on the title deed and such 
entries in his register as may be required to 
register the transfer concerned. 
• The declaration of a public school as a state-
aided school, shall not affect anything legally 
done by the State or the management council prior 
to the declaration. 
This section of the Act is self-explanatory. 
implications do, however, need to be emphasized. 
The following 
In the first place, the first subsection can be interpreted to 
mean that the duties and functions of management councils also 
devolve on governing bodies, besides those specifically allocated 
to them (cf. rights which ... shall devolve upon the state-aided 
school ... ). 
Secondly, this section ensures that all immovable property that 
devolves on the state-aided school is used specifically for 
educational purposes. 
Furthermore, the Act implies that the then Minister was granted 
the power to impose conditions regarding the transfer of the 
property. In practise, this has been of benefit to state-aided 
schools, as one of the conditions has been that the State will 
continue to be responsible for paying the municipal rates on 
school property until another arrangement, such as possible 
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exemption, could be determined through further negotiation (SA. 
TED 1992b). 
3.2.2.6 Subsidies to state-aided schools 
According to section 32 of the Act the Minister '~ay, out of 
monies appropriated for such purpose by the House of Assembly, 
grant a subsidy to a state-aided school on such basis and subject 
to such conditions as he may determine". 
The bases and conditions that the then Minister approved are as 
follows (SA. TED 1993a): 
The bases 
• Subsidies to state-aided (Model C) schools are 
awarded on the following bases: 
The salaries and approved allowances of staff 
on the approved establishment, as determined by 
the Department. 
All resettlement costs incurred by staff who 
are promoted within the approved establishment of 
the Department. 
The resettlement expenditure of persons upon 
retirement or of a person's family in the event 
of his/her death. 
The transport cost of a person's household and 
personal effects on first appointment in educa-
tion. 
• Depending on the availability of funds, the 
following may also be subsidized: 
Capital services and maintenance of buildings. 
The Department can according to a list of ser-
vices in order of priority award a government 
grant to a state-aided (Model C) school to ac-
quire facilities that are lacking or to maintain 
existing buildings. 
Such services will be carried out under the 
guidance of the governing body of the state-aided 
(Model C) school. The procedures to be followed 
in the above cases have not yet been made known. 
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The repair of fixed property damaged by fire or 
natural disasters is the responsibility of the 
Department. 
The provision of educational aids 
Depending upon the availability of funds, Head 
Office arranges the acquisition items; the items 
are purchased by the Department and transferred 
to the state-aided (Model C) school. 
All applications that are approved are included 
in the budget for the following financial year. 
Other operating costs 
School Bus Transport 
The Department will continue to subsidize con-
tract school bus transport and to consider ap-
plications for transport bursaries on merit, till 
the end of 1993. 
Furthermore, the Department makes provision for 
the payment of advances that will enable those 
schools responsible for managing the transport 
scheme to remunerate bus contractors, timeously. 
Conditions 
• The principal shall be the accounting officer of 
the school. 
• In terms of section 53 of the Education Affairs 
Act (House of Assembly), 1988 (Act 70 of 1988) 
pupils who are of compulsory school-going age 
must, in accordance with their scholastic needs/-
abilities, be permitted to attend the school 
which is closest to their homes, if they desire 
to do so. This is the school which is, using the 
shortest public route, geographically closest to 
the permanent home address of the relevant pupils 
and which makes provision for the relevant educa-
tion phase, language medium and, except in the 
case of coeducation schools, for the sex of the 
pupils. (This definition determines the natural 
feeder area of a school.) 
• Schools may not levy excessively high school fees 
and expect parents who cannot afford it, to pay 
such fees. 
• On admission parents of pupils shall be informed 
of the amount of the compulsory school fee. 
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• Pupils whose parents do not pay the compulsory 
school fees, may not be excluded from the school 
for that reason and they may not be victimized. 
• Where additional educators are appointed over and 
above those on the approved staff establishment 
as determined by the Department, governing bodies 
are to enter into a written contract with such 
educators and to furnish the Department with the 
names of the teachers concerned. 
• Where an additional educator has been appointed, 
the Teachers' Association of which he/she is a 
member may negotiate the conditions of service on 
behalf of that educator with the governing body 
concerned. 
• The professional activities of the CS educator 
may not be interfered with. 
• If any of the above conditions are not met by a 
state-aided (Model C) school the Minister may 
cancel the subsidy for such a school. 
The bases for subsidies provide for the State to shoulder most 
of the running cost of the school, for example the salaries of 
teachers. It is estimated that teachers' salaries account for 
about 83% of these costs. 
State-aided schools are, however, not relieved of the financial 
burden of insurance against fire or natural disaster, as the 
Department will only assume this responsibility if funds are 
available. This is not likely to be the case under present 
economic circumstances. 
The conditions mentioned above place a heavy responsibility on 
the principal as the designated accounting officer of the school. 
State-aided schools are prevented from being exclusive on grounds 
other than that of language, as they are required to admit 
children from their natural feeder areas. In practical terms 
this meant that schools were able to limit their enrolment to 
white children by refusing to admit children from outside their 
feeder area or children who were not fluent in the language of 
instruction of the school. 
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This last-mentioned interpretation is no longer valid, as the 
Constitution (SA. 1993, sec. 32) states that" ... every person 
shall have the right ... to instruction in the language of his 
or her choice where this is reasonably practicable" (researcher's 
emphasis). 
The conditions regarding school fees are no longer relevant, as 
the regulation empowering governing bodies to levy compulsory 
school fees has been deleted by Government Notice R315 of 25 
February 1994. 
The conditions also offer teachers who are appointed in addition 
to the approved establishment protection from exploitation. 
The condition dealing with professional activities is extremely 
vague. It does not stipulate WHO may not interfere in the 
professional activities of teachers, nor precisely what is meant 
by professional activities. Although this would exclude parents 
and members of the governing body from interfering, it could also 
be argued that it precludes principals from interfering with the 
professional activities of their staff. 
3.2.2.7 Loans to state-aided schools 
Sections 33-35 of the Act discuss the making of loans to state-
aided schools, their repayment and the security for the repayment 
of loans. 
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3.2.2.8 Financial records 
The financial year, records and annual financial statements of 
state-aided schools are dealt with in section 36 of the Act. 
These matters will be dealt with more fully later in this 
chapter. 
3.2.2.9 Withdrawal of declaration as a state-aided school 
Section 39 makes allowance for the reversion of state-aided 
schools to their former status by the withdrawal of the declara-
tion. 
3.2.2.10 Pupils at state-aided schools 
Sections 48-65 of the Act deal with aspects relating to pupils. 
These will also be dealt with at a later stage. 
3.2.2.11 Staff at state-aided schools 
Chapter 7 of the Act deals with all aspects relating to staff. 
This includes the following: staff establishments, appointment 
and promotion of staff, transfer and 
discharge, misconduct, resignations 
inefficiency. Sections 96A-100 refer 
aided school. 
secondment, provisioning, 
and investigations into 
specifically to a state-
3.2.3 Functions, duties and responsibilities of different 
role-players regarding state-aided schools 
This interpretation of the functions, duties and responsibilities 
of different role-players with regard to state-aided schools is 
based very largely on that of the DEC (SA. DEC sa:S-9). 
The main role-players involved in the management of state-aided 
schools are: 
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• The State 
• Parents 
• The community 
• The governing body 
• The organized teaching profession 
• The sponsoring body 
3 . 2 . 3 . 1 The State 
According to the DEC (SA. DEC sa: 5) , II the Minister is 
responsible for declaring a public school a state-aided school 
by publishing a notice in the Government Gazette (section 29) ". 
The DEC (SA. DEC sa:S) continues with the following: 
The salaries and allowances of the staff on the 
approved establishment of a state-aided school are 
subsidized by the State (section 32 and SA. TED 
1993a). 
Expenditure related to capital projects and the 
maintenance of state-aided schools is the respon-
sibility of the governing body (section 31A). For 
these purposes the governing body may either apply for 
a State grant (SA. TED 1993a), a State loan (section 
33) or finance such projects from its own funds 
(section 31; GN. No. R2932, reg. 6(1)). 
Although the State, by financing the salaries of staff 
(SA. TED 1993a), has the greatest share in the finan-
cing of the school, the management and control of the 
school rest with the governing body (section 31). The 
DEC, as the representative of the State, decides the 
staff establishment (section 97), the service con-
ditions of all staff members (section 97) and provides 
the teaching staff with specialized guidance. 
3.2.3.2 The parents 
The DEC interprets the Act regarding the role of parents as 
follows (SA. DEC sa:S): 
As a consequence of the declaration of public schools 
as state-aided schools, parents, through the re-
presentative governing bodies, gain a greater measure 
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of autonomy, which gives them certain powers of 
decision-making with respect to the management and 
control of the schools (section 31) . The governing 
body is the mouthpiece of the parent body (Presumably 
the "rights" referred to in section 31(A)(1){a) 
applied to Reg. 6 (1)(b) of Government Notice R690). 
The governing body also has the statutory power to 
carry out decisions that it has made (section 31). 
Parents may become involved in the management of 
state-aided schools at three levels: 
• By voting at the election of members of the 
governing body (SA. GN. No. R2932, reg. 7) which 
then acts as the mouthpiece for the relevant 
parent community 
• By integration with a regional parent association 
such as the Transvaal English Medium Parents' 
Association or the Afrikaanse Ouervereniging 
The organized parent community is recognized by 
the National Education Policy Act, Act 37 of 
1967, as amended. The organized parent community 
is also represented on the Provincial Education 
Councils and the Provincial Advisory Committees 
(Act 37 of 1967). 
• At national level, through the establishment of 
national parents' bodies which may safeguard the 
interests of parents at all state-aided school 
Such a body may liaise with other partners and 
interested bodies with respect to matters affec-
ting the overall management of education. 
Greater financial responsibility was placed on parents 
of school-going pupils, in the form of compulsory 
school fees (SA. GN. No. R2932, reg. 6(6)), in order 
to enable the governing body to maintain and run the 
school. 
This regulation was subsequently deleted in terms of Government 
Notice R315 of 25 February 1994. As a result, it is not quite 
clear what the present powers of governing bodies with regard to 
levying school fees is. 
3.2.3.3 The community 
The DEC sees the role of the community in the following light 
(SA. DEC sa:S): 
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State-aided schools may place a greater responsibility on 
the community since all possible sources of financing may 
be tapped in the interests of the school. 
Organizations and institutions from the wider community 
may, as sponsoring bodies, obtain representation on gover-
ning bodies (SA. GN. No. R2932, reg. 2(c)). 
The governing body may negotiate with the local authority 
to obtain favourable terms for municipal services. 
Local institutions (e.g. sports clubs, cultural as-
sociations etc.) may make their facilities available to the 
state-aided schools, perhaps at an agreed upon fee, which 
could save such schools the expense of having to acquire 
these facilities for themselves. 
The DEC (SA. DEC sa:S) also interprets greater community 
involvement in the school to mean that a specific community can 
determine and maintain the ethos of its school. This smacks very 
much of a "hidden agenda" aimed at retaining the status quo 
regarding the racial composition of schools. 
The Constitution (SA. 1993 sec. 32), however, states that every 
person has the right " to establish, where practicable, 
education institutions based on a common culture, language or 
religion, provided that there shall be no discrimination on the 
ground of race". This stipulation would also apply to the 
governing bodies of state-aided schools, as they are judicial 
persons (SA. 1988:sec. 30(1)). 
3.2.3.4 The governing body 
According to the stipulations of section 31 of the Act, the 
management, control and executive power of a state-aided school 
rest with the governing body. These powers are further defined 
by Regulation 6 of Government Notice R2932 as follows: 
• A governing body shall manage the property of a 
state-aided school and shall, subject to the 
provisions of the Act, exercise control over the 
state-aided school and its activities. 
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• A governing body may appoint one or more commit-
tees to advise it and, subject to the instruc-
tions of the said governing body, to perform such 
functions as the governing body may determine. 
• A governing body may appoint to a committee 
referred to in subregulation (2), persons who are 
not members of the governing body: Provided that 
the governing body shall appoint one of its 
members as chairman of such committee. 
• A governing body may alter or invalidate any 
decision of a committee. 
• A governing body may, after consultation with the 
parent community and subject to the provisions of 
the Regulations Relating to the Conditions of 
Admission of Pupils to Public Schools (excluding 
Industrial and Reform Schools) and State-aided 
Schools, promulgated by Government Notice R703 of 
30 March 1990, determine criteria for the admis-
sion of pupils to a state-aided school. 
• A governing body may employ persons in non-sub-
si di zed posts: Provided that the conditions of 
service and other service benefits of such per-
sons who are employed in teaching posts, shall be 
negotiated between the governing body concerned 
or a body authorized thereto by it, and the 
organized teaching profession as represented by 
the bodies and associations recognized in the 
province or region concerned under the National 
Education Policy Act, 1967 (Act 39 of 1967): 
Provided further that if a teacher is a member of 
a particular recognized teachers' association, 
the negotiations shall be conducted by such 
association or a body authorized thereto by it. 
The Minister may, according to, for instance, sections 19, 29, 
31 and 32 of the Act, decide the composition, powers, duties and 
functions of the governing body or impose conditions that, in 
effect, serve the same purpose. 
The governing body has the responsibility of financing the 
running costs of a state-aided school and must adhere to the 
stipulations regarding the control of finances as set out in 
section 36 of the Act: 
• The financial year of a state-aided school shall 
terminate on the last day of December in each 
year. 
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• The governing body of a state-aided school shall, 
in accordance with the instructions issued by the 
Head of Education -
Keep records of moneys received or spent by 
the state-aided school, and of the assets, liabi-
lities and financial transactions of the state-
aided school; and 
as soon as possible, but not later than three 
months after the end of each financial year, draw 
up annual financial statements which indicate 
with suitable particulars, moneys received and 
expenditure incurred by the state-aided school 
during, and its assets and liabilities at the end 
of, the financial year concerned. 
• The records and financial statements referred to 
in subsection (2) shall be audited by a person 
registered as an accountant and auditor in terms 
of the Public Accountants' and Auditors' Act, 
1951 (Act 51 of 1951 ), and appointed by the 
governing body. 
• A governing body shall within six months after 
the end of each financial year submit a copy of 
the annual financial statements, audited in terms 
of subsection (3), to the Head of Department. 
According to section 97 of the Act, " ... the power to appoint, 
promote or discharge any person at a state-aided school shall 
vest in the governing body, which shall exercise such power with 
regard to subsidized posts subject to the prior approval of the 
Minister". 
Should the governing body appoint staff to non-subsidized posts, 
it must register (SA. DEC sa:7) 
• as an employer, with the Department of Finance: 
Inland revenue and with the Department of Manpower in 
order that obligations relating to Income Tax and 
Unemployment Insurance may be met; 
• with the Workmen's Compensation Commissioner, in order 
to make provision for a form of insurance which will 
cover a teacher should he/she be injured on duty or if 
he/she should become involved in a legal action which 
may affect the school; and 
• with the applicable Regional Services Council for 
payment of fees. 
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According to the DEC (SA. DEC sa:6-7), the governing body also 
has the following powers vested in it by the Act: 
• It acts as the official mouthpiece of the parents 
of school-going children. 
• It brings matters which, in its opinion, have a 
bearing on the well-being of the particular 
school, to the attention of the provincial educa-
tion department concerned. 
• It implements decisions with regard to the main-
tenance of grounds, buildings and physical faci-
lities. 
• It has, in cooperation with the principal as the 
school's professional leader, policy-making 
powers, which implies a greater measure of invol-
vement in planning, formulation of policy and 
decision-making with regard to school policy and 
regulations, without infringing on the profes-
sional activities of the principal or the 
teaching staff. 
• It has the power to administer, possess and 
allocate the school fees. 
• It determines the school uniform of the pupils of 
the school. 
• Where necessary, it arranges, organizes, manages 
and advises parents on transport schemes for 
pupils. 
• In conjunction with the principal, it determines 
the school's daily opening and closing times. 
• The governing body determines the extracurricular 
policy of the school and the coaching and trans-
port of pupils and the organization of acti-
vities. 
• It is responsible for the code of conduct of the 
pupils of the school. 
• It has the power to make and implement decisions 
with respect to the parents' or parent-teachers' 
association at the school. 
• It may determine the age-limits for each standard 
in cooperation with the TED. 
• It may exercise a choice, but subject to the 
approval of the Executive Director: TED, with 
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regard to the courses and subject packages, 
within the curriculum set at national level, 
which the school offers its pupils. It may also 
implement and finance additional fields of study 
with the permission of the Executive Director: 
TED. 
• It may make the physical facilities of the school 
available to the community, determine the rental 
to be charged and retain and administer money 
obtained from the rental of these facilities, 
provided that these arrangements do not interfere 
with the normal educational programme of the 
school. 
• These powers and responsibilities do not imply 
that governing bodies may enter those fields 
which are the exclusive responsibility of the 
profession. 
3.2.3.5 The organized teaching profession 
According to the conditions laid down by the then Minister (SA. 
TED 1993a), the organized teaching profession has the responsib-
ility of being able to negotiate the conditions of service on 
behalf of teachers appointed to state-aided schools in non-
subsidized posts (i.e. those whose salaries are paid by the 
school). 
The Teachers' Federal Council, with which all teachers at state-
aided schools must, in accordance with section 8(B)(3)(a) of the 
Education Policy Act, 1967 (Act 39 of 1967), register, is 
responsible for compiling the Professional Code of Conduct for 
Teachers. All registered teachers are subject to the stipula-
tions of this code which regulates their professional behaviour. 
3.2.3.6 The sponsoring body 
A sponsoring body is a body or group of persons approved by the 
Minister, which is, on account of its involvement with the state-
aided school, prepared to help it financially (SA. GN. No.R2932). 
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A sponsoring body may consist of, for instance, trustees of a 
trust fund, past pupils (SA. DEC sa:8) or a business. 
According to Regulation 2 (SA. GN. No. R2932), a sponsoring body 
may be granted representation on the governing body: the number 
of such members is determined by the Executive Director and must 
be fewer than half the total membership. The sponsoring body 
itself nominates its representatives on the governing body. 
The sponsoring body, after it has nominated the persons who are 
to serve on the governing body, must, without delay, inform the 
principal and the Executive Director of the names and addresses 
of these persons (SA. GN. No. R2932, reg. 17). 
The DEC (SA. DEC sa:8) defines a sponsor and interprets his or 
her functions as follows: 
A sponsor is an institution or group of persons which, 
by virtue of its involvement with the state-aided 
school, 
• is prepared to give financial support to the 
school, or undertakes to help the state-aided 
school to raise funds; 
• helps with the maintenance of the school; 
• maintains or finances certain sections of the 
school, e.g. an after-care centre; 
• can make an important contribution to the manage-
ment of a state-aided school by reducing the fees 
payable by parents through its financial contri-
bution to the school; and 
• because they are members of the governing body, 
can play an important role in the governing body 
as they are likely to be familiar with management 
practices. 
The DEC also points out (SA. DEC sa:8) the following regarding 
sponsors: 
• If the sponsoring body in tends to seek funds from 
the community, it should be noted that the Fund-
raising Act, 1978 (Act 107 of 1978) stipulates 
that no organization or person may collect funds 
if it/he is not authorized to do so by the Act. 
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In other words the sponsor must be in possession 
of a fund-raising number. 
• Section 18(A}(2)(b) of the Income Tax Act, 1962 
(Act 58 of 1962) permits tax deductions for 
donations to secondary schools. However, this 
concession applies only to voluntary contri-
butions to an approved educational fund and not 
to the ordinary school fund. The maximum amount 
permitted is the greater of RSOO or 2% of the 
taxable income before the deduction of this 
claim. 
• Section 21 of the Companies Act, 1973 (Act 61 of 
1973) makes provision for the registration of an 
organization as a nonprofit association. ·such an 
association is exempt from both income tax and 
donations tax. A governing body may, therefore, 
also appoint or procure persons from its own 
members and/or from outside to act as a sponsor 
in accordance with the above-mentioned section of 
the Companies Act. The exclusive task of a 
sponsoring body which comes into existence in 
this manner is, therefore, to negotiate endow-
ments of donations for the school on a constant 
basis. 
Until such time that new legislation governing education is 
introduced and passed by Parliament, the management of state-
aided (Model C) schools will continue to be governed by the 
Education Affairs Act (House of Assembly), No. 70, of 1988. 
As has been stated in this section, the government appears to 
accept that there is a place for state-aided schools in the new 
education dispensation (SA. GN. 196 1995:70). The exact way in 
which these will be managed and financed will be decided by a 
Review Commission (SA. GN. 196 1995:71). The researcher trusts 
that the recommendations made in Chapter 5 of this thesis will 
contribute positively to the debate on the management of state-
aided schools. 
3.3 MANAGEMENT TASKS WITHIN THE STATE-AIDED SCHOOL 
All managers need to perform certain tasks, called management 
tasks, if the organization is to function properly. 
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The following is the classification of the management tasks of 
the education leader, as proposed by Van der Westhuizen 
( 1991 : 46), which formed the basis for the structure of the 
questionnaires used in the empirical study: 
• Planning 
Objectives 
Policy making 
Decision making 
Problem solving 
• Organizing 
Creating organization structures 
Delegating 
Coordinating 
• Leading, guiding 
Building relations 
Leading (leadership), guiding 
Motivating 
Communication 
• Controlling 
Controlling instructions 
Observing and measuring 
Evaluating 
Corrective action. 
Van der Westhuizen (1991:52) issues the valid warning about a 
classification of management tasks that 11 ••• this division of 
management tasks could cause the erroneous supposition that 
management consists of several separate, unrelated tasks. This 
is not so. The various management tasks are interwoven, 
inseparably bound to each other and mutually dependent upon each 
other. They are also mutually inclusive". 
3.4 MANAGEMENT AREAS WITHIN THE STATE-AIDED SCHOOL 
According to Van der Westhuizen ( 1991: 47), II management 
functions are not carried out in a vacuum; certain things or 
matters in the field of education and more specifically in the 
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school, must be managed by means of these management tasks. 
These things or matters are called the management areas". 
Van der Westhuizen (1991:49) and Gorton (1983:47) agree on the 
following basic classification of management areas: 
• Staff affairs 
• Pupil affairs 
• Curriculum and teaching affairs 
• Physical facilities 
• Financial affairs 
• School and community relations 
This division of the management areas must not be taken to imply 
that they are unrelated. Each of these areas is interwoven with 
and dependent on the others. For example, pupil affairs is the 
concern of the teachers (staff affairs), who teach different 
subjects and use different teaching methods (curriculum and 
teaching affairs) and, in doing so, need classrooms and various 
audiovisual aids (physical facilities) which need to be purchased 
and maintained (financial affairs). What the pupils are taught 
should be relevant to the needs of society and the results that 
they achieve must satisfy their parents (school and community 
relations). 
These management tasks and areas were used as the basis of 
questionnaires sent to principals and others to determine what 
they consider to be the duties and responsibilities of role-
players in the management of a school. These questionnaires and 
the responses received will be discussed in Chapter 4 of this 
thesis. 
3.5 THE ROLE OF THE PRINCIPAL IN THE MANAGEMENT OF STATE-AIDED 
SCHOOLS 
It is the researcher's contention that a paradigm shift in the 
management role of the principal is in progress. This shift is 
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not only the result of the change to the state-aided system of 
school management, but also of the pending change to a more 
democratic system of education. To accommodate these changes, 
principals will of necessity have to move away from the more or 
less autocratic and hierarchical (bureaucratic) form of manage-
ment to which they have been accustomed, to a participative, 
democratic form of management, that will take cognisance of the 
opinions of all the role-players and parties interested in the 
management of the school. 
The ANC, for instance, in their discussion document A policy 
framework for education and training (ANC 1994:26) proposes that 
the governing body of a school, that the ANC calls a School 
Board, should include parents, teachers and students (the latter 
at the secondary school level) as the elected representatives of 
the constituent groupings, together with representatives of the 
wider community serving the school. The principal should be an 
ex officio member of this School Board. The White Paper (SA. GN. 
196 1995:70) maintains that " ... parents have the most at 
stake in the education of their children and this should be 
reflected in the composition of governing bodies". The White 
Paper further proposes that " the head or principal of a 
school should be a member of the governing body ex officio". It 
also maintains that " the main stakeholders for purposes of 
governance comprise parents and teachers", and, in the case of 
secondary schools, students. 
The researcher sees the role of the principal as being that of 
facilitator, coordinator, guide and mediator; a leader among 
leaders. This implies that there is a shift in the role of prin-
cipals away from that of educators with some managerial respon-
sibilities, to that of educational leaders and managers, respon-
sible to both their Provincial Education Department and the 
governing bodies of their school for all aspects concerning the 
provision of education at their school. This could give rise to 
a serious problem, unless all role-players concerned with school 
management are agreed as to the role each should play. 
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The former Department of Education and Culture, Administration: 
House of Assembly (SA. DEC sa:24-25), in its Manual for state-
aided (Model C) schools, set out its views on the management task 
of the principal. It is necessary that these views be quoted in 
full. 
3.5.1 The management task of principals of state-aided 
schools according to the former Department of Educa-
tion and Culture, Administration: House of Assembly 
(SA. DEC sa:24-25) 
The quotes from The Manual for state-aided (Model C) schools are 
printed in indented italics. The researcher's comments are 
printed in normal print. 
The DEC (SA. DEC sa: 2 4) describes the task and role of the 
principal of a state-aided school as follows 
The principal of a state-aided school is in control of 
a school within a community, and the school 's ac-
ti vi ti es affect most of the members of the community. 
The principal bears responsibility for planning for 
his school and the implementation of these plans. By 
his actions and the manner in which his planning is 
implemented, the image of the school is enhanced, both 
within the school and in the eyes of the community. 
In this regard, the principal is answerable to the 
governing body. 
This paragraph sets a tone for the management of a state-aided 
school that is in sharp contrast to the participative form of 
management envisaged in a previous paragraph. Here the principal 
is still seen as the sole author of plans for the school. The 
role of the governing body is seen almost as merely that of a 
"rubber stamp". Its tone is clearly at variance with section 
31 ( 1) of Act 70 of 1988, namely that " the management, 
control and executive power of a state-aided school shall vest 
in the governing body". The pursuance of what amounts to such 
an autocratic style of management is likely to lead to problems, 
not only for the principal, but also for the credibility of the 
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state-aided system as such. The principal should act within the 
letter and spirit of the principle enunciated in the White Paper 
(SA. GN. 196 1995: 22), namely that the " principle of 
democratic governance should•increasingly be reflected in every 
level of the system, by the involvement in consultation and 
appropriate forms of decision-making of elected representatives 
of the main stakeholders, interest groups and role-players. This 
requires a commitment by education authorities at all levels to 
share all relevant information with stakeholder groups, and to 
treat them genuinely as partners". 
The DEC (SA. DEC sa:24) goes on to say that 11 ••• the principal 
is at the head of a well-trained professional staff who look to 
him for sound and effective guidance in all school matters. The 
pupils and parents too look to him for direction with respect 
to the education and schooling of the pupils. In this sense he 
is the educational leader of his or her staff, pupils and parent 
community. This position of leadership gives him the responsi 
bility for planning, organization, delegation of duties, control, 
advice and coordination. He is also the direct link between the 
governing body and the rest of the school". 
This paragraph, while still unacceptably paternalistic in tone, 
at least implicitly recognizes the principal's role as facilita-
tor. It does not, however, provide any encouragement for a 
democratic or a participative form of management. 
Thirdly the DEC (SA. DEC sa:24) maintains that 11 ••• in the midst 
of all his varied duties, the principal remains the chief 
representative of his education department at his school, and, 
as such, he ensures that the policy of the education department 
is carried out. He acts as liaison between the school and head 
office, educational planners, departmental officials, parents, 
parent representatives, the governing body and other institu-
tions". 
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The anomalous position of the principal as both a member of the 
governing body and the representative of his or her education 
department, becomes apparent. The principal is, in fact, 
required to serve two masters. This holds the seeds of possible 
problems when one bears in mind the divided loyalties, differen-
ces in policy and priorities and consequent lack in direction 
that such a system may cause. 
Furthermore, the situation mentioned above is aggravated when one 
recalls that, in terms of section 97(1)(a) of Act 70 of 1988, as 
amended, the principal is appointed by the governing body, but 
his or her salary, together with that of all staff in subsidized 
posts, is paid by the State in the form of a subsidy. The 
payment of this subsidy is, again, subject to the conditions 
mentioned previously (see paragraph 4. 2. 2. 6 of this thesis) . All 
this makes the position of the principal extremely difficult. 
The DEC (SA. DEC sa:24) continues to describe the principal's 
duties as follows: 
Although the principal, in cooperation with the 
governing body, exercises overall control of all 
school matters, his main task is to ensure the educa-
tional and academic well-being of his school by, for 
example, 
• giving general guidance and advice to the 
teaching staff with respect to educational prac-
tice; 
• class visits; 
• giving special guidance to inexperienced staff; 
• determining, in cooperation with his deputy 
principal and/or other senior professional staff, 
which teachers will be used for different sub-
jects and class groups; 
• holding meetings with 
purpose of discussing 
academic policy; 
subject heads with the 
and determining broad 
• attending subject meetings when convenient; 
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• exercising broad control over tests and examina-
tions; 
• giving advice to teachers; 
• evaluating teaching staff for, amongst other 
things, promotion/appointment; and 
• accepting full responsibility for receiving and 
integrating student teachers, and giving them 
guidance with respect to classroom practice. 
The researcher is of the opinion that the main task of the 
principal should be that of the chief executive officer and 
education leader of the school and that the educational and 
academic well-being of the school would be better served by 
encouraging the principal to fulfil this role rather than by 
becoming involved in tasks, such as many of those cited im-
mediately above and below, that may just as well be delegated to 
senior members of his or her staff. Delegation of these duties 
will, according to the researcher, also further the principle of 
participation in school management. 
The DEC (SA. DEC sa:24-25) continues to state that, in addition 
to his or her main task, the principal must also perform the 
following duties: 
• He must, in consultation with his governing body, 
plan the courses and subjects offered at his 
school. 
• He strives for the effective functioning of a 
guidance service at his school, to help pupils 
with their personal problems, learning problems, 
the choice of subjects and directions of study 
and the study and choice of careers, by means of 
group and individual guidance. 
• As principal he is responsible for general dis-
cipline in his school. 
• He attends to the welfare of the staff and the 
pupils. 
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• Pupils' assemblies, at which the character and 
spirit of the school are reinforced, are usually 
conducted by the principal or someone delegated 
by him. 
• He arranges and leads staff meetings on general 
school matters. 
• He checks, comments on and signs pupil reports to 
parents (or delegates part of the task). 
• It is his prerogative to issue testimonials to 
pupils. 
• He promotes the image of his school in many ways, 
for example by means of various functions, meet-
ings and visits. 
• Within the policy of the governing body, he 
maintains overall control of all the extra-mural 
activities of the school. 
• All reports to pupils, the Department and other 
educational institutions are under the control of 
the principal. 
• In consul ta ti on with his staff, the principal 
recommends to the superintendent of education the 
promotion or otherwise of pupils. 
• The principal conducts interviews with visitors 
to the school, for example Departmental 
officials, parents and others, or refers them to 
a particular member of staff. 
• The principal liaises with representatives of the 
parents and is an important link between the 
parents and the Department. 
These tasks mentioned above are all, no doubt, important. All 
of them are, however, only examples of what the major management 
tasks (see par. 4.3 above) comprise and are by no means defini-
tive of any of these tasks. The attention of the principal is 
focused on detail and not on his or her overall responsibility 
as an educational manager and leader. The duties allocated to 
the principal, as quoted above, concentrate on the trees, and not 
even all of them at that, and ignore the wood. 
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The relationship between the principal and the governing body is 
dealt with as follows (SA. DEC sa:25): 
• The principal is a member of the governing 
body. 
• In accordance with the stipulations of the Act, 
the management and control of, and executive 
power over, a state-aided school are vested in 
its governing body. 
• The governing body may not, however, issue to the 
principal or a teacher an instruction which 
contravenes the laws of the country or educa-
tional policy, and may under no circumstances 
interfere with the professional work of a member 
of staff in the performance of his duties. 
• The principal of a state-aided school is the 
chief executive official of the school and is, 
subject to the control and prescriptions of the 
governing body, responsible for the implemen-
tation of the decisions of the governing body. 
(my emphasis) 
• The governing body may nominate a member(s) who 
may, on occasion, visit the school and report in 
writing to the governing body with respect to any 
matter, with the exception of the professional 
education programme, which is in the interests of 
the school, pupils or staff. However, a member 
of the governing body has no authority to visit 
a teacher, for whatever reason, in the classroom. 
• As chief executive official of the governing 
body, the principal must 
interpret all decisions taken by the governing 
body; 
give instructions for the implementation of the 
decisions of the governing body; 
institute control measures to ensure that all the 
decisions are properly implemented; 
exercise control over confidential decisions; 
report back to the governing body with respect to 
the progress and completion of the implementation 
of the decisions; 
ensure that decisions are dealt with in such a 
manner that the governing body is satisfied; 
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perform in an accountable way such duties to 
which he is appointed by the governing body. 
Training opportunities for such a specialized task 
must be created. 
This paragraph contains a number of important stipulations 
regarding the management of state-aided schools now and in the 
future: 
• It recognizes the principal as the chief executive of-
ficer/official of the school. 
• It implicitly recognizes the governing body as the 
decision-making body of the school, but leaves the execu-
tive function to the principal. 
• The governing body may not issue instructions that contra-
vene education policy. The national Department of Educa-
tion and the provincial departments of education may, 
therefore, formulate policy with regard to matters such as 
admissions policy, human rights and affirmative action in 
schools which will be binding on governing bodies. 
These paragraphs from the Manual for state-aided (Model C) 
schools make it very clear that although the governing bodies of 
state-aided schools have wide powers over the running of state-
aided schools, the state is still very much in control of the 
provision of education. The principal, however, has a pivotal 
role to play in the school, as he or she is the chief executive 
officer of the school responsible to both the education depart-
ment concerned and to the governing body. It is his or her 
responsibility to see that the school, in all its aspects, is 
managed to the satisfaction of both these parties. 
The remainder of this chapter will examine the role of principals 
in the light of the paradigm shift mentioned previously, and of 
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their dual managerial responsibility to the education department 
concerned and to their governing bodies. 
3. 6 THE VISION, THE MISSION, SHARED VALUES AND THE GOALS OF 
STATE-AIDED SCHOOLS 
State-aided schools are not assured of permanence in management 
or even continuity. At present, the governing body is re-elected 
every three years. There is nothing to prevent an entirely new 
governing body being elected. Principals and other senior 
members of the teaching staff, too, may apply for and receive 
appointments elsewhere. Yet, for a school to develop a par-
ticular style and direction of management, a management culture 
or climate that is acceptable to all the role-players is 
necessary. Written goals and objectives, that can be passed on 
to, but are not binding on, a new management are one way of 
bringing some stability to the management of a school. 
Before the principal and members of the governing body can 
formulate such goals and objectives for their school, each of 
them needs to have a vision of what the school should be. These 
individual visions, then, need to be translated into a combined 
mission statement for the school. This mission statement should 
not only be compatible with the individual visions, but should 
also take cognisance of the shared values of all those directly 
concerned with the school, for instance, members of the governing 
body, parents, staff and pupils. 
These terms should not be seen as fashionable buzz-words, but as 
practical aids to providing a foundation, direction and con-
tinuity to the management of the school. The significance of 
each of these concepts to the management of contemporary state-
aided schools will be discussed. 
The vision and mission statement of a school can be used very 
effectively in the selection of staff as well. Every applicant 
for a post at a particular school should be given a copy of both 
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the vision and mission statement of the school and given an 
opportunity to study them carefully. The applicants should then 
be asked pertinently if they feel that they can subscribe to 
them. A school should not appoint a teacher who cannot subscribe 
to its mission statement. The mission statement, however, should 
not be contrary to the laws of the land. Under the new consti-
tution, this will mean that the mission statement should not 
result in teachers being discriminated against on the grounds of 
their race, creed or colour, for instance. The mission statement 
will also have to measure up to any charter of human rights 
accepted by Parliament. 
3. 6. 1 Vision 
Lewis ( 1989: 42) defines a vision as a statement of an in-
dividual's image of the future, which is based on a combination 
of information, knowledge, ideas, aspirations, dreams, threats 
and opportunities. Miles (quoted by Fullan 1991 :82), on the 
other hand, is of the opinion that a vision is shareable and 
shared. He stresses that a vision has two dimensions which he 
describes as follows: 
The first is a shareable, and shared vision of what 
the school could look like; it provides direction and 
driving power for change, and criteria for steering 
and choosing . . . The second type is a shared vision of 
the change process ... what will be the general game 
plan or strategy for getting there? 
Peters and Austin (1985:286) combine these two perceptions in 
their observation that " . . . a vision must always start with a 
single individual. We are wary, to say the least, of "committee 
visions". That does not mean that a major team effort of 
rewriting and buy-in should not ensue. It usually should. But 
the raw material of the effective vision is invariably the result 
of one man's or woman's soul-searching". 
The principal, as educational leader of the school, member of the 
governing body, and link between all the role-players in the 
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school, is in a unique position to develop a vision that 
encompasses all aspects of the school's purpose. 
Peters (1989:401) introduces yet other aspects in his definition, 
in which he states that 11 visions are aesthetic and moral -
as well as strategically sound. They are personal - and group-
centred". 
The critical point about a vision, according to Bennis and Nanus 
(1985:89), is that it " articulates a view of a realistic, 
credible, attractive future for the organization, a condition 
that is better in some important ways than what now exists . ... 
a vision always refers to a future state, a condition that does 
not presently exist and never existed before. a vision ... 
provides the all-important bridge from the present to the future 
of the organization". 
These definitions, in themselves, point to the importance of a 
vision to the management of a school. It is, however, also worth 
quoting the significance which a number of authors attach to 
visions. Miles (quoted by Fullan, 1991:81), for instance, is of 
the opinion that" ... having a vision leads indirectly to good 
implementation by creating an enthusiasm that increases wil-
lingness and initiative, but also by creating an environment in 
which a long term vision of the future permits program evolution 
that is always purposive, but reflects growth of activities 
rather than limiting implementation. Putting it another way: 
a good vision provides shared criteria for judging movement. 
Such evolution also leads, characteristically, to organizational 
change; new structures and procedures that in turn promote 
institutionalization". 
Bennis and Nanus (1985:89) state that leaders must first have 
developed a mental image, a vision, of a possible and future 
state of the organization before they can choose a direction for 
that organization. Further, they add (1985:90) that 11 ••• when 
the [school] has a clear sense of its purpose, direction, and 
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desired future state and when this image is widely shared, 
individuals are able to find their own roles both in the [school 1 
and in the larger society of which they are a part". 
Louis and Miles (1990:23) point out the importance of vision to 
schools, while at the same time differentiating between vision 
and goals in the following terms: 
Effective schools must be able to adapt to their 
changing environment; they must be planful, and not 
simply react to crises or pressures. In order for 
schools to be future-oriented, they must be vision-
dri ven, not only goal-directed. A vision relates a 
school to its place in society and gives larger 
meaning to the work that is being done by administra 
tors, teachers, and students; goals only deal with 
desired ends inside the organization. 
The importance of vision to the identity of a school and the 
connection between vision and action are highlighted by Wilson 
and Corcoran (1988:77), who state that" ... it is the clarity 
and power of the vision that establishes a unique identity for 
the school and strengthens the bonds of loyalty among members of 
the school community. 
alone will not bring 
accompanied by action". 
It is important to stress that vision 
success to a school. Vision must be 
It is all very well to know what a vision is and how important 
it is to the management of a school. If, however, principals 
are not given some guidance on how to develop a vision, and, once 
having developed it, what to do with it, then one may be very 
sure that few will be found operative in schools. 
Visions, other than the name might suggest, do not just happen. 
Visions are, more often than not, the result of external stimuli 
on the leader, in this case the principal. According to Bennis 
and Nanus (1985:96), in all the cases investigated by them" 
the leader may have been the one who chose the image from those 
available at the moment, articulated it, gave it its form and 
legitimacy, and focused attention on it, but the leader only 
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rarely was the one who conceived of the vision in the first 
place". 
While bearing in mind that a vision is essentially future-
oriented, Bennis and Nanus (1985:97-101) maintain that a 
principal may seek guidance in developing his or her vision from 
the sources from the past and present and by making intelligent 
predictions about the future. 
The past: The following sources, according to Bennis and Nanus 
(1985:97) could provide insights and a basis for a vision: 
• The principal's own experience 
• Tapping the experience of other educators, especially 
other principals 
• The history of his or her school 
• Members of the local community 
The present: There is a lot which may be learned about the 
future from what is happening right now. The following examples 
are based on suggestions made by Bennis and Nanus (1985:98): 
• The present provides a first approximation of the 
human, organizational, and material resources out of 
which the future will be formed. 
• Principals should pay a lot of attention to their 
current staff and their potential for development, to 
their current pupils and parents and the opportunities 
for expanding the services offered to them, to the 
location of the school and to what other schools in 
the vicinity are doing. 
• Monitor trends regarding, amongst others, population 
movement, the plans of politicians and changing values 
and needs. 
• Test the opinions of staff and pupils. 
The future: Although no one can predict what conditions in the 
future will be, there are many clues. Some of these, foe example 
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long-term trends, planning documents and the visions and 
intentions of policy makers (Bennis and Nanus, 1985:99) have 
already been discussed. Especially during the present times of 
change in South Africa, principals are likely to be inundated 
with information on the future. The test of their leadership 
lies in the way they interpret this information. 
Once the necessary information has been gathered, it needs to be 
synthesized to give an appropriate direction. This process is 
complicated by the many dimensions of vision that may be 
required. Bennis and Nanus (1985:102-103) are of the opinion 
that leaders require the following characteristics to enable them 
to process the information meaningfully: 
• Foresight, so they can judge how the vision fits 
into the way the environment of the [school] may 
evolve; 
• Hindsight, so that the vision does not violate 
the traditions and culture of the [school]; 
• A world view, within which to interpret the 
impact of possible new developments and trends; 
• Depth perception, so that the whole picture can 
be seen in appropriate detail and perspective; 
• Peripheral vision, so that the possible responses 
of [other schools] and [role-players] can be 
comprehended; and 
• A process of revision, so that all visions pre-
viously synthesized are constantly reviewed as 
the environment changes. 
In addition to possessing the characteristics mentioned above, 
leaders need to make decisions concerning the following matters 
(Bennis & Nanus 1985:103): 
• The appropriate time horizon to address; 
• The simplicity or complexity of the image; 
• The extent to which it will represent continuity 
with the past as opposed to a radical transfor-
mation; 
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• The degree of optimism or pessimism it will 
contain; and 
• Its realism and credibility, and its potential 
impact on the [school]. 
The last point above is extremely important. Visions must 
represent an achievable state. They are worse than useless if 
they constitute a charter that cannot be achieved; they become 
pipe dreams or, worse, a form of hypocrisy (Peters & Austin 
1985:287). 
Visions, if they are to have any effect on a school, must result 
in action. A suggested sequence for realising a vision is 
illustrated in Figure 3.1. 
FIGURE 3.1 A suggested sequence for realizing the visions of 
a school 
VISION 
l 
MISSION STATEMENT 
(Based on values shared by all role-players in the school) 
"i' 
OVERALL OBJECTIVES FOR THE SCHOOL 
"{/ 
DETAILED, ENABLING OBJECTIVES 
As can be seen from Figure 3.1 a vision leads directly to a 
statement of mission. It is, therefore, necessary that the 
mission and the written statement of mission be discussed. 
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3.6.2 Mission and mission statement 
Mission and vision are often used interchangeably (Louis & Miles 
1990:218). The researcher, however, wishes to distinguish 
between the two. 
The vision is seen as a dynamic image of what the school could 
and should look like. Because it is dynamic, the image will 
change with changing circumstances. 
provides the school with direction. 
It is the beacon that 
The mission of the school is the character, identity and reason 
for its existence (Campbell & Yeung 1990:iii), and, therefore, 
provides the parameters within which it acts. According to the 
same authors ( 1990: iii), mission statements are the written 
articulation of the school's mission. The mission statement 
should support the vision that the principal and others have for 
the school. 
Campbell and Yeung (1990:6), in an extensive study, found that 
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••• on the one hand, most people seemed to believe that mission 
is about defining the business you are in and the strategy you 
want to follow; on the other hand, preliminary research was 
indicating that culture, values and behaviour seemed part of the 
picture". 
In order to make it possible to incorporate both these dimensions 
in the statement of mission, they developed the so-called 
Ashridge Mission Model. This model contains the following four 
elements (Campbell and Yeung 1990:7): 
• Purpose, which addresses the reason that the [school] exists 
• Strategy, which addresses the nature of the [school] 
• Behaviour standards, which are the norms and 
rules [of the school] 
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• Values, which are the beliefs and moral prin-
ciples that lie behind the behaviour standards. 
These elements, according to the same authors, " ... need to link 
together, resonating and reinforcing each other, giving the 
[school] an integrity and providing a clear rationale for 
behaviour and policies". 
The model is illustrated in Figure 3.2. 
While Campbell and Yeung developed their ideas concerning mission 
from a business perspective, Lewis (1989:46-47) discusses mission 
from a school point of view. What he has to say on the subject 
supports Campbell and Yeung, but will bear repeating because of 
its specific relevance to educational management. He describes 
the mission in the following terms: 
The mission theorizes the operations of the school 
organization. It is usually stated in abstract terms 
and endows everyone in the school with a sense of 
direction. It is the formula for developing concrete 
actions such as preparing plans, and evaluating the 
school organization. The mission must state the 
school population and services and/or products pro-
vided by the ... school . 
... Mission is stated in order to mobilize all forces 
within the school organization into a concerted effort 
to fulfil its destiny. It also provides a focus 
whereby school administrators nurture the appropriate 
climate to attain cohesiveness and harmony among those 
who comprise the school organization. 
A mission is a statement of something desired. It is 
a strong commitment to pursue the vision. It gives 
guidance, direction and life to the school organ-
ization, and is the crucible for forging the prin-
ciples and practices of school-based management 
forward. 
A mission is a statement that can withstand well-
reasoned change. It is the basis for developing plans 
and allocating resources. It is the key for facilita-
ting the identification of strengths/opportunities, 
and weaknesses/threats that must be addressed in the 
overall planning stages. 
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Finally, a mission is a statement that provides 
parameters for governing the actions of all school 
personnel within the organization. 
FIGURE 3.2: The Asbridge mission model (Campbell and Yeung 
1990:6) 
STRATEGY 
The school's strategy 
for achieving its 
purpose 
Why the school exists 
PURPOSE 
\ 
VALUE 
What the school 
believes in 
/ 
STANDARDS AND BEHAVIOURS 
The policies and behaviour patterns 
that guide how the school operates 
Although many articles, especially in foreign journals, discuss 
mission statements in detail, it is the researcher's experience 
that these articles are only of limited use when it comes to 
actually writing a mission statement. Ishoy and Swan (1992:11-
134 
15), however, do provide a practical guide for writing mission 
statements. The following is a summary of their suggestions: 
• Brainstorm. Answer open-ended questions. 
• Prioritize. Vote for the best statements to 
include in [the] mission statement. 
• Refine . Give feedback on rough drafts of [the] 
mission statement. 
• Implement the mission statement and make it 
important to the school. 
Formulating the mission statement is the task of the top 
management (Van der Westhuizen 1991 :144). In the case of state-
aided schools this means the governing body, which includes the 
principal. 
3.6.3 Shared beliefs 
Initially, Campbell and Yeung's (1990:iii) research focused only 
on mission statements. However, it soon became clear to them 
that they needed to understand how some organizations create 
enthusiasm and commitment among managers and employees, and what 
role mission statements play in this process (Campbell & Yeung 
1990:iii). They came to the conclusion that mission statements 
have value but that they are not the central mechanism managers 
should use to create committed employees. Employees develop 
something Campbell and Yeung call a "sense of mission" when their 
personal values match those of the organization (Campbell & Yeung 
1990: iv). It is this "sense of mission" that principals need 
to create if they are to succeed in establishing a participative 
style of management in their school. Figure 4.3 illustrates the 
match between individual values and those of the school that are 
necessary if a "sense of mission" is to be created. 
Further, Campbell and Yeung (1990:11-12) state that " the 
greater the link between school policy and individual values, the 
stronger the individual's sense of mission will be. A sense of 
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mission comes from a values match because values engage 
employees' emotions and it is values that make work worthwhile. 
Individuals with a sense of mission will find their work 
satisfying and fulfilling because it has meaning, and it is 
worthwhile to them because it corresponds with what they 
personally feel to be important". 
FIGURE 3.3: The values match (adapted from Campbell & Yeung 
1990:11) 
~I PURPOSE 
..-S-T_R_A_T_E_G_Y---.1 VALUE 
~ /~ ~ / 
I STANDARDS AND I ~ 
~l __ B_E_H_A_v_r_o_u_R_s __ ~I  
PERSONAL VALUES 
OF ALL 
ROLE-PLAYERS IN 
SCHOOL MANAGEMENT 
Bearing in mind the importance of a match in the values of the 
role-players in the school and those expressed, either explicitly 
or implicitly, in the mission statement, it would pay handsome 
dividends should the governing body purposefully engage in 
discovering what values are shared by all the role-players in the 
school. The mission statement can then concentrate on these 
shared values. No organization, including a school, can expect 
1 00 per cent of its employees to be imbued with a sense of 
mission (Campbell & Yeung 1990:12). This implies that some, at 
least, of the role-players involved in the management of the 
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school will have values that are not shared by others. This 
should be accepted, while concentrating on finding values that 
are shared by the majority of the role-players. The principal 
should take the lead in this process through proposing the values 
that he or she cherishes for the school. These can then be put 
before the various role-players and debated until they arrive at 
a set of values acceptable to all. Peters and Waterman 
(1982:285) quote what they found to be the dominant values of 
excellent companies as follows: 
• A belief in being the "best" 
• A belief in the importance of detail of execu-
tion, the nuts and bolts of doing the job well 
• A belief in the importance of people as in-
dividuals 
• A belief in superior quality and service 
• A belief that most members of the organization 
should be inn ova tors, and its corollary, the 
willingness to support failure 
• A belief in the importance of informality to 
enhance communication 
• Explicit belief in and recognition of the impor-
tance of economic growth 
None of these beliefs, with the possible exception of the one 
mentioned last, is at variance with achieving educational goals. 
Even the last one, if used judiciously as part of a programme in 
entrepreneurship, could find a place in a school. 
Lewis ( 1989: 48) maintains that the following are some shared 
values statements that could be relevant to school management. 
He offers the following list as a possible and workable example: 
• A caring relationship should exist between the 
principal and the teachers (he could well have 
included pupils, parents and other role-players 
in this statement). 
• Trust is the foundation for achieving excellence. 
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• Mistakes and errors should be used as oppor-
tunities for learning and training. 
• All administrators and teachers are created 
equal. 
• The concern for status and position must be 
overcome. 
• We must live by our values. 
• We want consistency between plans and behaviour. 
• All of our efforts must always be directed with 
our students in mind. 
• We must trust each other. 
• We must strive for greatness in everything we say 
and do. 
• Principals exist to support teachers' efforts. 
• Each teacher has a right to say "NO". 
• Every teacher (and pupils and parent) is respon-
sible for building a better school. 
Principals, together with their governing body, should compile 
their own list of values to lay before the other role-players. 
The important thing is that they must believe in the values they 
propose and must live according to them themselves. Nobody will 
take such values seriously if they constantly see the principal 
ignoring them. Shared values should never be mere window 
dressing but should form the very basis of every action in the 
school. Wilson and Corcoran (1988:70) found that in successful 
schools the goals reflect a shared value system that is taken 
seriously and is translated into daily action. 
The fact that shared values reinforce the effectiveness of a 
mission statement, emphasizes that a mission statement cannot 
change the culture (Campbell & Yeung 1990: 15) of a school. 
Action is required to build on and direct the existing culture 
within the parameters set by the shared values of the school 
community. A mission needs to be actively pursued, which, in 
turn, implies that it needs to be managed. The main vehicle for 
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achieving the school's mission is the objectives it sets. These 
then, should be in harmony with the mission. 
3.6.4 Managing the mission of a school 
It should be emphasized that the school mission is not something 
that can be produced overnight, nor, once it has been written, 
should it remain static or assume holy-cow status. A mission 
statement should be dynamic and amenable to adaptation to a 
changing environment. Campbell and Yeung (1990:20-22), while 
warning that there are many possible approaches and no hard and 
fast rules, provide a number of guidelines for managing a 
mission. The fist of these guidelines has to do with the time 
it takes to develop a mission statement: 
• It takes years not months. Creating a mission is 
a long-term project (Campbell & Yeung 1990:20). 
In their research they found that a mission statement could take 
up to ten years to complete. A school, however, should attempt 
to formulate a working mission statement within a year. If the 
basic tenets and assumptions of such a statement are sound and 
acceptable to the majority of the role-players in the school, 
only relatively minor adjustments should be needed subsequently, 
unless changes in the school environment necessitate amendments. 
The importance of the mission statement being acceptable to the 
majority of role-players is indicated by the following guideline; 
• True consensus is necessary within the top team. 
Normally a few people within [the school} form 
the power group at the centre. It is necessary 
for this group to have a sense of mission if 
anyone else [in the school} is going to have one. 
Consensus is especially important about the 
values the top team is trying to communicate 
(Campbell & Yeung 1990:21). 
The researcher is of the opinion that, in a school, the top team 
in this instance should include more than just the governing 
body. As the mission statement affects every aspect of the 
school, leaders from each group of role-players should be 
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included. The principal may experience a problem in choosing 
these leaders, as the hierarchical leaders may not necessarily 
be the most influential leaders. 
It may, in the opinion of the researcher, be politically sound 
to include the hierarchical leaders such as the deputy principal, 
the chairperson of the Parents-Teachers Association and the head 
prefects, while at the same time including natural leaders, 
should they differ from the hierarchical leaders, to ensure that 
the consensus reached is both valid and is communicated to the 
role-players at large by people whose opinion is widely re-
spected. The following statement indicates the importance that 
Campbell and Yeung attach to action as a means of communication: 
• Action is a better communicator than words. The 
reason why the top team must have a true belief 
in the values is because it is their actions that 
will send out the message. Values are not easily 
communicated by speeches. They only live in an 
organization when managers live them out 
(Campbell & Yeung 1990:21). 
This illustrates the tremendous responsibility that rests on 
principals in constituting the "top team". They are obviously 
restricted as far as the hierarchical leaders are concerned. 
Their powers of leadership will be put to the test to motivate 
these people to practise the values they have agreed on. Their 
identification and choice of the right natural leaders, however, 
could be crucial to the success of the whole exercise. The 
following statement illustrates that, once the top leaders in the 
school have been chosen, they must be accessible and visible to 
all the role-players in the school: 
• Top team visibility is essential. The values of 
the organization are its ethos, its personality. 
It is much easier for [people] to identify with 
the ethos if they can associate it with a leader 
or leadership group. It is hard to believe in an 
organization if you feel out of touch with the 
leadership. The top team can be visible through 
myths and stories told about them, through com-
munication devices such as videos or circulating 
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the minutes of ... meetings, or even through face 
to face meetings ... (Campbell & Yeung 1990:21). 
Experienced educational managers are aware of the important role 
played by myths and stories in the ethos of schools. The 
importance of the principal and other "top team" members 
attending sports matches and other school activities cannot be 
over-emphasized. Not just their attendance, but their reaction 
to incidents during these activities, is vi tally important to the 
maintenance or development of a healthy ethos at a school. In 
this regard one cannot but wonder whether dirty play in school 
sport would survive if the "top team" showed their unequivocal 
disapproval of such tactics. 
The ethos of the school will benefit from consistent leadership, 
which is only possible if there is continuity in the top 
management. Campbell and Yeung (1990:21) have the following to 
say about such continuity: 
• Top team continuity helps. Continuity of leader-
ship is one of the biggest contributors to crea-
ting a mission. Not only does it give the 
leaders time to think through the connections 
between values and strategies and to identify 
pivotal behaviour, but it helps to make the 
leaders more visible, makes consensus more like-
ly, and it promotes consistency, one of the most 
important parts of communicating a message. 
Continuity of leadership is a very real problem in schools. In 
the first place, pupils and parents form a transient population, 
which means that pupil and parent leaders have a limited span of 
office. Parent leaders, however, can continue to serve the 
school after their children have left the school. In the second 
place, continuity on the governing body is mitigated against by 
two factors: the governing body is only elected for a term of 
three years and the majority of the members must, at the time of 
election, be parents. Thirdly, the system is such that prin-
cipals, deputy principals and heads of department, if they wish 
to be promoted, may be forced to apply for posts at other 
schools, as there may not be vacant posts at their present 
school. 
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A further important point is that all management actions in the 
school should not be contradictory, as is illustrated by the 
following 
• Strategy and values should be formulated to-
gether. An essential part of developing a mis-
sion is the resonance between strategy and 
values. Which should come first? Our research 
suggests that the two should be developed in 
parallel. Some values and some parts of strategy 
will be clear from the start. Creating a mission 
involves building around these starting positions 
to a more complete definition of strategy, 
values, purpose and behaviour (Campbell & Yeung 
1990:21). 
The strategy of a school will almost certainly involve ways and 
means of providing education to pupils, which includes the 
management of the school. Neither education nor the management 
of education can be divorced from values. The need to develop 
strategies in tandem with values is thus obvious. 
It is all very well for a school to have strategies and values 
that are in agreement, but if these are not reflected in the 
behaviour of all concerned with the management of the school, 
they are not likely to be very effective. This is borne out by 
the following: 
• Management should focus on the link between 
behaviour and values. Employees feel a sense of 
mission when they believe in what they are doing 
and the way they do it. In the interviews, it 
was the way people in the [organization] behaved 
that was most frequently talked about. By hel-
ping employees see the association between the 
task they are doing and some worthy value, the 
manager is creating meaning for them. It is this 
meaning that is the core of a sense of mission. 
Even mundane tasks like photocopying can be 
infused with value. Though the task itself may 
have little meaning, the way in which it is 
performed can be connected with values such as 
excellence, caring for others or efficiency 
(Campbell & Yeung 1990:21). 
Principals need to encourage their teaching staff to show an 
interest in and enthusiasm for every task that they perform. 
This is perhaps easy to achieve regarding the teacher's own 
1 42 
subject. The same attitude, however, also needs to be displayed 
when performing those other, more mundane, tasks such as routine 
administration or supervision required to achieve the mission of 
the school. In addition, the non-teaching staff need to be 
motivated to show a similar commitment to excellence in their 
work. This guideline, together with a previous one, namely 
action is a better communicator than words, places heavy 
responsibility on the staff of schools, as they must be seen to 
practise the values that they propagate. 
In conclusion Campbell and Yeung (1990:22) offer the following 
advice concerning the mission of a school: 
• Efforts to enshrine the mission are best when 
they come after the event not before. Public 
statements of mission can generate cynicism and 
disillusionment when they do not reflect reality. 
In some cases [organizations] publish a vision of 
how things ought to be in their organizations, 
but the visions are too far from reality and 
there is too little change under way. Instead of 
acting as an inspiration for employees, the 
statement causes confusion, making employees 
cynical about their leaders. Published state-
ments are most useful when they document the 
existing mission of the organization. 
Schools should be particularly aware of this danger. They may 
be tempted to compile idealistic mission statements in order to 
advertise their school. The result is either disillusionment of 
staff, pupils and parents or self-delusion. 
3.6.5 Evaluation of a mission statement for a specific 
school 
Many top management teams in schools face the need to assess the 
quality of their mission statements. Campbell and Yeung' s 
(1990:23) research resulted in their being able to formulate a 
definition of a mission statement as follows: 
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To describe the essence of the [organization] and its 
ambitions in a way that provides a rationale for its 
existence and for the behaviour standards it imposes 
on its employees. 
The understanding achieved through this definition was turned 
into a questionnaire reproduced in the table below. 
Table 3.1 Do you have a good mission statement? (Campbell & 
Yeung 1990:24) 
Answer each question 0 = No 1 = To some degree 2 = Yes 
1. The purpose 
a. Does the statement describe an inspir-
ing purpose that avoids playing to the 
selfish interests of the stakeholders? 
b. Does the statement describe the organi 
zation's responsibility to its stake-
holders? 
2. Strategy 
a. Does the statement define a business 
domain, explaining why it is attrac-
tive? 
b. Does the statement describe the strate 
gic positioning that the organization 
prefers in a way that helps to iden-
tify the sort of competitive advantage 
it will look for? 
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0 1 2 
0 1 2 
0 1 2 
0 1 2 
Answer each question 0 = No 1 = To some degree 2 = Yes 
3. Values 
a. Does the statement identify values 
that link with the organization's pur-
pose and act as beliefs that employees 
can feel proud of? 0 1 2 
b. Do the values "resonate" with and re-
inforce the organization's strategy? 0 1 2 
4. Behaviour standards 
a. Does the statement describe important 
behaviour standards that serve as 
beacons of the strategy and the 
values? 0 1 2 
b. Are the behaviour standards described 
in a way that enables individual em-
ployees to judge whether they have 
behaved correctly or not? 0 1 2 
5. Character 
a. Does the statement give a portrait of 
the organization, capturing its cul-
ture? 0 1 2 
b. Is the statement easy to read? 0 1 2 
Maximum score 20; good score 1 5; poor score less than 10 
The questionnaire is based on the four elements: purpose, 
strategy, values and behaviour standards. The following 
discussion of each of the questions posed in the table is based 
on Campbell and Yeung (1990:24-37). 
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3.6.5.1 Purpose 
Does the statement describe an inspiring purpose that 
avoids playing to the selfish interests of the stake-
holders - state, clients, employees, suppliers? 
• All stakeholders have a claim on the organ-
ization. 
• Which stakeholder has the greatest claim? 
• It is perfectly possible to build a purpose 
around each of the stakeholders. 
• What research has shown is that some organ-
izations have defined a purpose that rises above 
the interests of any one stakeholder: a higher 
ideal.. 
• These organizations have defined a cause that all 
the stakeholders can feel proud of supporting. 
• By refusing to identify any one stakeholder as 
having the greatest claim on the organization, 
these organizations are able to play down self-
interest and emphasize the greater good that all 
stakeholders are supporting. 
Does the statement describe the organization's respon-
sibility to its stakeholders? 
• While a purpose statement should avoid legi timiz-
ing the selfish interests of stakeholders, it 
must clarify the organization's responsibility to 
each of them. 
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• The organization needs to define what each stake-
holder should expect to gain from the relation-
ship. 
• The organization needs to think through what it 
can of fer each stakeholder so as to retain their 
loyalty. 
• The best mission statements make the organ-
ization's commitment regarding its responsibility 
to each stakeholder clear so that each stake-
holder knows what to expect from its relationship 
with the organization. 
3.6.5.2 Strategy 
Does the statement define a business domain, explain 
ing why it is attractive? 
• A mission statement needs to make clear what 
business the organization is in. 
• In describing the nature of the business the 
statement should be as specific as possible. It 
should define not only a general sphere of ac-
tivity, but also the specific area of activity 
the organization is to compete in and why. 
• The statement should give its readers confidence 
that the organization knows clearly the type of 
business environment in which it can perform 
well. 
Does the statement describe the strategic positioning 
that the organization prefers in a way that helps to 
identify the sort of competitive advantage it will 
look for? 
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• The strategic positioning of an organization is 
the role it takes on relative to its competitors 
(for example, the TED is in competition with 
other state departments for personpower and 
finance; with private schools for clients). 
• In many mission statements the description of the 
organization's strategic position is intermingled 
with the description of the nature of its busi-
ness. Nevertheless a good mission statement 
should explicitly address both questions, making 
sure that both are adequately answered. 
• In doing so it gives the mission statement more 
credibility and its users confidence that the 
basic elements of strategy have been addressed by 
management. 
3.6.5.3 Values 
Does the statement identify values that link the 
organization's purpose and act as beliefs that employ-
ees can feel proud of? 
• The best mission statements describe a purpose 
aimed at a high ideal. 
• The purpose also clarifies the responsibility of 
the organization to its stakeholders. 
• The organization's values must link these ele-
ments of its purpose. 
• The values should have moral content and make 
good business sense. 
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• By working to values they can be proud of, the 
employees should find their work more fulfilling. 
Do the values "resonate" with and reinforce the 
organization's strategy? 
• Strategy and values need to work together. 
• Defining an organization's values is not about 
making a long list of all the good things in the 
organization that have a moral content: it is 
about setting priorities. If, for example, the 
strategy is about coordination and teamwork, the 
value system should give high regard to helpful-
ness and harmony. 
• In the day-to-day rush, most of the decisions in 
the organization are made on the basis of the 
value system rather than on a careful weighing of 
the pros and cons. Choosing the values that have 
the highest priority is, therefore, an essential 
part of managing an organization. 
3.6.5.4 Behaviour standards 
Does the statement describe important behaviour 
standards that serve as beacons of the strategy and 
the values? 
Organizations with clear missions have a few behaviour 
standards that have come to symbolize their purpose, 
strategy and values. 
• Most mission statements do not contain explicit 
behaviour standards because managers feel awkward 
about being prescriptive. However, some beha-
viour standards have a special importance that 
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far outweighs the disadvantage of being over-
prescripti ve. 
• By making a few behaviour standards explicit, 
senior managers attempt to control which such 
standards become the beacon of their mission and 
capture the essence of the organization's ethos. 
• The benefits of describing standards of behaviour 
in the mission statement include the following: 
Creating a tighter link between the 
mission statement and what is happening 
to-day in the organization 
Demonstrating to users that senior 
managers have thought about how they are going to 
translate strategy and values into action 
Giving a mandate to managers throughout the 
organization to demand compliance with these 
standards. 
• Because standards are explicit 
they can be referred to in training; 
they can be used in assessment discus 
sions and promotion decisions; and 
managers who ignore them can be 
ly reprimanded. 
official-
Are the behaviour standards described in a way that 
enables individual employees to judge whether they 
have behaved correctly or not? 
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• Standards of behaviour are often described in a 
way that is too vague to be useful. 
• The real benefit of a behaviour standard is that 
it gives clear guidance for behaviour. 
• An example of how to translate strategy and 
values into behaviour standards is provided by 
the authors. The company's strategy was "being 
a service leader", and one of its most important 
values was "caring", which links up well with its 
strategy. Part of its mission statement reads as 
follows: 
3.6.5.5 
Professional caring means: 
delivering to the customer more than we 
promise; 
recognizing the contribution of each 
member of staff; 
treating all our suppliers as we would 1ffee 
them to treat us; 
paying attention to the needs of the 
whole community. 
Character of the mission statement 
The final recommendation to the writer of a mission statement is 
to make it readable. 
Does the mission statement give a portrait of the 
organization, capturing its culture? 
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• Writers of mission statements are not advised to 
construct their mission statements around the 
sections defined as important. 
• Each of these areas needs to be considered, but 
the statement itself should be designed to fit 
with the organization's style. 
• The statement is a work of art that should cap-
ture the essence of the organization in its size, 
format and wording. 
Is the statement easy to read? 
• Some of the best mission statements are much too 
long to remember. 
• Brevity is not essential, but ease of reading is. 
A school's vision and its mission statement should serve as 
signposts for its policy and its objectives. It is envisioned 
that the governing body and the provincial education department 
(each within its own sphere of competence) should be responsible 
for the formulation of the overall policy and objectives of the 
school. The staff is seen as being responsible for the for-
mulation of the enabling objectives. The principal's task would 
then be to coordinate the policy and all the objectives and 
evaluate them for compatibility with the mission statement and 
with each other. The principal would also have the task of 
checking the progress made towards achieving the objectives at 
any given time. 
3. 7 THE MULTIFACETED RESPONSIBILITY OF PRINCIPALS OF STATE-
AIDED SCHOOLS 
The principal is responsible to the provincial education 
department for all professional aspects of the running of the 
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school and to the governing body, of which he is also a member, 
for all other aspects. It is his or her responsibility to so 
coordinate these two aspects of running the school that conflicts 
of interest are either avoided or reconciled. At the same time 
he or she also has a responsibility towards the staff, both 
professional and administrative, as well as towards pupils, and 
parents. 
It was, therefore, considered necessary to investigate what each 
of these role-players considered to be his or her responsibility 
regarding the management of the school. This was done by means 
of an empirical investigation. As the parents are represented 
by the governing body, parents as such were not included in the 
empirical investigation. 
The empirical investigation will be discussed in detail in 
Chapter 4 of this thesis. 
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4. EMPIRICAL INVESTIGATION INTO THE ROLE, FUNCTIONS 
AND PERCEPTIONS OF VARIOUS ROLE-PLAYERS IN THE 
MANAGEMENT OF STATE-AIDED (MODEL C) SCHOOLS IN 
THE FORMER TRANSVAAL 
4. 1 INTRODUCTION 
4. 1 . 1 Background 
Although the literature study provided a sound theoretical basis 
for designing a structure of self-management for state-aided 
schools in the Republic of South Africa, it did not provide 
answers to the questions of principals regarding the functions 
of other role-players in the management of state-aided schools, 
on the one hand, and the role each group of role-players feels 
it should play in the management of state-aided schools on the 
other hand. 
Answers to these and other questions are required before the 
duties and functions of governing bodies of state-aided schools 
can be determined. 
The researcher, therefore, carried out two investigations. The 
first of these involved principals of state-aided schools in the 
former province of Transvaal. The second investigation involved 
principals, chairmen of governing bodies, teachers and Std 10 
pupils of state-aided schools in the same former province. The 
second investigation was carried out shortly after the first one. 
4. 1 . 2 Purpose of the investigation 
The purpose of the investigation was, firstly, to determine the 
views and opinions of principals, chairmen of governing bodies, 
teachers and Std 10 pupils of state-aided schools with regard to 
the following: 
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• Their perception of their own role and functions regarding 
the management of the school 
• Their perception regarding with whom, if any, they share 
their role and functions 
• Their perception regarding the role and functions of other 
partners in education in the management of the school 
• Any problems affecting the management of the school that 
they might experience 
• Possible solutions to these problems 
Secondly, the purpose was to use this information in developing 
a possible model for the self-management of schools in South 
Africa. 
4. 1 . 3 Method of investigation 
The empirical study was carried out in schools falling under the 
jurisdiction of the former Transvaal Education Department. 
4.1.3.1 Pilot study 
Seven state-aided schools were chosen in consultation with the 
Director of Education, Northern Transvaal Region, on the basis 
that they were broadly representative of the schools in the 
former Transvaal. A letter was sent to the principals of these 
schools, asking for information on problems which they might be 
experiencing with regard to, for example, the following matters: 
• The expertise of the parent community 
• The extent to which this expertise was available to the 
school 
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• School fees 
• Market research with a view to the purchase of stock 
• Visits by suppliers 
• Their own availability to pupils, teachers, parents and 
suppliers 
The principals were also asked to propose solutions to any 
problems they might experience. 
Replies were received from all the principals addressed. These 
replies were used in compiling the questionnaires. 
4.1.3.2 Construction of questionnaires 
The questionnaires were constructed, bearing in mind the answers 
received from the seven principals mentioned above and based on 
the classification of management tasks and the task areas of the 
educational leader (and in particular of the principal), as 
suggested by Van der Westhuizen (1991 :46,49). 
Questionnaires were firstly sent for completion to the principals 
of all state-aided schools of the former Transvaal Education 
Department and, secondly to a randomly chosen sample of 
principals, chairmen of governing bodies, teachers and Std 10 
pupils of state-aided schools in the former province of 
Transvaal. 
4.1.3.3 Data capture and processing 
The data from returned questionnaires were processed by computer. 
4.1.3.4 Return of questionnaires 
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TABLE 4.1 Number of questionnaires sent to all principals that 
were posted and returned (first investigation) 
Number Number % com-
of of pleted 
questi comp le ques-
on- ted ti on-
naires questi naires 
posted on- receiv 
naires ed 
receiv back 
ed 
back 
Pre-primary 153 95 62 
schools 
Primary schools 618 495 80 
Secondary schools 258 222 86 
(including 
combined schools) 
Total 1029 812 80 
Al though the response from pre-primary school principals was 
disappointing, the overall response of 80% is acceptable. 
According to Ary, Jacobs and Razavieh (1979:175) " the goal 
in a questionnaire study is typically 70%-80% returns. If there 
are more than 30% non-returns, one would question the worth of 
the results. " 
TABLE 4.2 Questionnaires posted to a random sample of 
principals, chairmen of governing bodies and teachers 
and returned by them (second investigation) 
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Number of Number of % completed 
question- completed question-
naires question- naires re-
posted naires ceived back 
received 
back 
Princi2als: 60 49 81 I 7 
Chairmen of governing 
bodies: 
Secondary schools 20 1 5 75,0 
Primary schools 40 1 5 37,5 
Total 60 30 50,0 
Teachers: 
Secondary schools 80 62 77,5 
Primary schools 170 136 80,0 
Total 250 198 79,2 
Std 10 pupils Schools returned in excess of 700 
questionnaires completed by Std 10 
Pupils. From these 1 08 
questionnaires from English-medium 
schools, 216 from Afrikaans-medium 
schools and 36 from dual-medium 
schools were randomly selected. 
The percentage of questionnaires returned is acceptable, except 
in the case of chairmen of governing bodies of primary schools. 
In this case, the responses should be treated with some caution. 
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4.2 RESEARCH RESULTS: PRINCIPALS 
The responses to the questionnaires received from principals is 
given in the following tables. The results given in Tables 4.6-
4. 9 are summaries of the responses received from principals. The 
complete data are given in Appendix F. 
4.2.1 Type and grading of school 
TABLE 4.3 Type nad grading of school 
I 
N = 812 
I I Number I % 
No response 
Pre-primary: pp III 75 79 
n=95 pp IV 20 21 
Primary: p I 194 39 
n=495 p II 239 48 
p III 54 1 1 
p IV 8 2 
Secondary: GS 62 29 
n=222 s I 117 53 
s II 43 18 
Total 812 100 
4.2.2 Medium of instruction 
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TABLE 4.4 Medium of instruction 
I 
N = 812 
I I Number I % 
No response 11 9 15 
English 210 26 
Afrikaans 483 59 
English and Afrikaans NIL 
Other NIL 
Total 812 100 
4.2.3 Boarding establishment 
TABLE 4.5 Schools with or without boarding establishments 
I 
N = 812 
I I Number I % 
No response NIL 
Schools with boarding establishments 118 15 
Schools without boarding establishments 694 85 
Total 812 100 
4.2.4 Responses by principals to questions concerning 
responsibility for management functions at schools 
In Questions 8-11 
state who they 
management areas 
of the questionnaire, principals were asked to 
regarded as being responsible for various 
of the management functions in the school. 
Their responses are summarized in the following tables. 
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4.2.4.1 Responsibility for the planning function at schools 
Abbreviations used as column headings in Table 4.6 (a) - (e) 
P: Principal 
D: Senior Deputy/Deputy/Heads of Department 
GB: Governing body 
T: Teaching staff (other than in D above) 
Ad: Administrative staff 
Pr: Prefect body 
Pu: Pupils 
Sk: Superintendent of Education, Circuit SO(kr) 
Sa: Superintendent of Education, Academic SO(ak) 
TABLE 4.6 Planning function 
(a) Formulating the aims of the school 
I N = 812 (Question 8) 
PLANNING FUNCTION: FORMULATING THE AIMS OF THE SCHOOL 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu 
97 56 78 37 7 7 4 
Sk Sa n 
7 5 
I 
Most principals (97%) would restrict the formulation of aims of 
the school to themselves, to the governing body (78%) and to the 
senior teaching staff (56%). 
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(b) Formulating the objectives of the school in various areas 
of school management 
I N = 812 (Question 8) I 
PLANNING FUNCTION: FORMULATING THE OBJECTIVES OF THE SCHOOL IN 
THE VARIOUS AREAS OF SCHOOL MANAGEMENT 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Staff affair 99 62 26 37 6 0 0 19 6 
Pupil affairs 96 73 40 67 5 34 18 7 5 
Curriculum 92 62 12 51 0 1 0 26 56 
matters 
Teaching 97 69 6 61 0 0 0 29 43 
matters 
Physical 92 50 93 32 8 3 2 5 2 
facilities 
Financial 93 46 96 21 25 1 0 1 0 
affairs 
Relations 95 50 79 29 11 6 3 17 5 
with other 
role-players 
The opinions of principals who responded regarding responsibility 
for formulating the objectives of the school may be summarized 
as follows: 
• Objectives concerning professional matters (staff, cur-
riculum and teaching): with few exceptions these were 
regarded as the responsibility of principals and senior 
teaching staff; other teaching staff was seen to have 
responsibility for formulating objectives in the areas of 
pupil affairs and curriculum and teaching matters. Prin-
cipals also were of the opinion that superintendents of 
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education (academic) shared responsibility for formulating 
objectives for curriculum matters. 
• Other matters (physical facilities, financial affairs, 
relations with other role players): These were regarded as 
the responsibility of principals, governing bodies and, to 
a lesser extent, senior teaching staff. 
(c) Formulating policy in various areas of school management 
I N = 812 (Question 8) I 
PLANNING FUNCTION: FORMULATING POLICY IN VARIOUS AREAS OF SCHOOL 
MANAGEMENT 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Staff affair 99 61 28 36 6 0 0 26 6 
Pupil affairs 98 73 42 64 3 28 1 4 12 5 
(50 
) 
Curriculum 93 61 12 44 1 1 0 29 58 
matters 
Teaching 98 69 8 58 1 1 1 31 45 
matters 
Physical 94 51 91 29 6 3 2 6 3 
facilities 
Financial 95 46 96 21 21 1 0 3 0 
affairs 
Relations 90 49 74 27 9 6 4 17 6 
with other 
role-players 
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Formulation of policy for schools was generally viewed as being 
the responsibility of 
• principals and senior staff as far as professional matters 
are concerned; 
• teachers as well, with regard to pupil affairs; 
• principals, governing bodies and, to a lesser extent, 
senior teaching staff for all other matters. 
50% of secondary school principals were prepared to extend 
responsibility for formulating policy concerned with pupil 
affairs to prefects. 
Superintendents of education (academic) were included in this 
responsibility as far as curriculum matters are concerned. 
(d) Decision-making in various areas of school management 
I N = 812 (Question 8) I 
PLANNING FUNCTION: DECISION-MAKING IN VARIOUS AREAS OF SCHOOL 
MANAGEMENT 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Staff affair 99 57 38 30 5 0 0 31 10 
Pupil affairs 99 72 37 64 3 26 13 15 5 
Curriculum 94 61 13 48 0 1 0 30 56 
matters 
Teaching 98 68 9 60 1 1 1 32 42 
matters 
Physical 94 49 94 26 6 2 2 6 2 
facilities 
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I N = 812 (Question 8) I 
PLANNING FUNCTION: DECISION-MAKING IN VARIOUS AREAS OF SCHOOL 
MANAGEMENT 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Financial 95 44 97 18 19 1 1 1 0 
affairs 
Relations 94 50 80 26 8 5 3 16 5 
with other 
role-players 
Making decisions which affect the management of the school was 
generally viewed as being the responsibility of 
• principals and senior staff as far as professional matters 
are concerned; 
• teachers as well, with regard to pupil affairs and teaching 
matters; and 
• principals and governing bodies for all other matters. 
Superintendents of education (academic) were included in 
decision-making concerning curriculum matters. 
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(e) Problem-solving in various areas of the school 
I N = 812 (Question 8) I 
PLANNING FUNCTION: PROBLEM-SOLVING IN VARIOUS AREAS OF THE SCHOOL 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Staff affair 99 59 33 23 2 0 0 46 13 
Pupil affairs 98 74 25 63 4 24 11 24 6 
( 41) 
Curriculum 96 62 1 0 50 1 1 1 33 59 
matters 
Teaching 98 66 7 58 0 1 1 38 46 
matters 
Physical 94 50 91 26 8 3 2 9 2 
facilities 
Financial 94 44 94 1 7 23 1 1 4 1 
affairs 
Relations 95 51 78 27 9 6 4 24 8 
with other 
role-players 
Solving management problems in the school was generally viewed 
as being the responsibility of 
• principals and senior staff as far as professional matters 
are concerned; 
• teachers with regard to pupil affairs and curriculum and 
teaching matters; and 
• principals, senior teachers and governing bodies for all 
other matters. 
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41 % of secondary school principals were prepared to extend 
responsibility for solving problems concerned with pupil affairs 
to prefects. 
Superintendents of education (academic) were included in this 
responsibility as far as curriculum matters are concerned. 
4.2.4.2 Responsibility for the organizing function of school 
management 
Abbreviations used as column headings in Tables 4.7 (a) - (c) 
P: Principal 
D: Senior Deputy/Deputy/Heads of Department 
GB: Governing body 
T: Teaching staff (other than in D above) 
Ad: Administrative staff 
Pr: Prefect body 
Pu: Pupils 
Sk: Superintendent of Education, Circuit SO(kr) 
Sa: Superintendent of Education, Academic SO(ak) 
TABLE 4.7 The organizing function of school management 
(a) Creating organization structures for various management 
areas in the school 
I N = 812 (Question 9) I 
ORGANIZING FUNCTION: CREATING ORGANIZATION STRUCTURES FOR VARIOUS 
MANAGEMENT AREAS IN THE SCHOOL 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Staff affair 98 62 19 29 5 0 0 22 6 
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I N = 812 (Question 9) I 
ORGANIZING FUNCTION: CREATING ORGANIZATION STRUCTURES FOR VARIOUS 
MANAGEMENT AREAS IN THE SCHOOL 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Pupil affairs 95 74 19 65 3 28 10 9 4 
( 50) 
Curriculum 93 63 8 48 1 0 0 27 29 
matters 
Teaching 96 68 5 58 1 0 0 27 36 
matters 
Physical 91 49 89 27 8 2 1 5 2 
facilities 
Financial 93 43 93 18 26 0 1 2 0 
affairs 
Relations 93 52 74 29 10 5 2 1 5 5 
with other 
role-players 
Creating organization structures was generally viewed as being 
the responsibility of 
• principals and senior staff as far as professional matters 
are concerned; 
• principals, senior staff and teachers regarding pupil 
affairs and teaching matters; and 
• principals and governing bodies for all other matters. 
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50% of secondary school principals were prepared to extend 
responsibility for creating organization structures for pupil 
affairs to prefects. 
(b) Delegating duties and functions to persons involved in 
various management areas in the school 
I N = 812 (Question 9) I 
ORGANIZING FUNCTION: DELEGATING DUTIES AND FUNCTIONS TO PERSONS 
INVOLVED IN VARIOUS MANAGEMENT AREAS IN THE SCHOOL 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Staff affair 93 49 8 1 5 2 0 0 13 4 
Pupil affairs 90 66 1 0 51 2 18 6 6 2 
Curriculum 88 56 5 31 0 0 0 19 33 
matters 
Teaching 92 61 4 37 0 0 0 20 24 
matters 
Physical 86 43 78 19 6 2 1 4 2 
facilities 
Financial 88 37 86 15 22 1 0 1 0 
affairs 
Relations 86 45 67 21 8 4 2 13 4 
with other 
role-players 
The respondents generally viewed delegating duties and respon-
sibilities as being the responsibility of 
• principals and senior staff as far as professional matters 
are concerned; 
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• principals, senior staff and teachers regarding pupil 
affairs; and 
• principals and governing bodies for all other matters. 
(c) Coordinating the duties and functions of various management 
areas in the school 
I N = 812 (Question 9) I 
ORGANIZING FUNCTION: COORDINATING THE DUTIES AND FUNCTIONS OF 
VARIOUS MANAGEMENT AREAS IN THE SCHOOL 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Staff affair 98 54 13 18 3 0 0 18 5 
Pupil affairs 93 68 1 4 52 3 21 6 8 3 
Curriculum 94 58 5 34 0 0 0 22 40 
matters 
Teaching 95 62 4 42 1 0 0 23 28 
matters 
Physical 89 43 78 21 7 2 1 4 1 
facilities 
Financial 93 37 84 12 22 0 1 2 0 
affairs 
Relations 93 44 21 8 4 2 14 5 5 
with other 
role-players 
Coordinating the duties and functions of persons within the 
various management areas of the school was on the whole viewed 
as being the responsibility of 
• principals and senior staff as far as professional matters 
are concerned; 
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• principals, senior staff and teachers with regard to pupil 
affairs; and 
• principals and governing bodies for all other matters. 
4.2.4.3 Responsibility for providing guidance 
Abbreviations used as column headings in Tables 4.8 (a) - (d) 
P: Principal 
D: Senior1Deputy/Deputy/Heads of Department 
GB: Governing body 
T: Teaching staff (other than in D above) 
Ad: Administrative staff 
Pr: Prefect body 
Pu: Pupils 
Sk: Superintendent of Education, Circuit SO(kr) 
Sa: Superintendent of Education, Academic SO(ak) 
TABLE 4.8 Guidance to be provided 
(a) Building relations between the various role-players in-
volved in the school 
I N = 812 (Question 10) I 
FUNCTION OF GUIDANCE: BUILDING RELATIONS BETWEEN THE VARIOUS 
ROLE-PLAYERS INVOLVED IN THE SCHOOL 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
74 39 43 25 1 0 1 0 5 16 5 
It is interesting to note that 26% of principals did not regard 
themselves as being responsible for building relations between 
the various role-players in the school. Further, they seemed to 
171 
be very uncertain as to who else should be responsible, governing 
bodies (43%), senior (39%) and other (25%) teaching staff 
receiving the most support. 
(b) Leadership within the various areas of management in the 
school 
N = 812 (Question 10) 
FUNCTION OF GUIDANCE: LEADERSHIP WITHIN THE VARIOUS AREAS OF 
MANAGEMENT IN THE SCHOOL 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Staff affair 98 50 11 11 1 1 0 30 1 0 
Pupil affairs 95 68 10 51 2 25 6 13 5 
Curriculum 92 55 5 29 0 0 0 27 52 
matters 
Teaching 96 62 4 36 0 0 0 31 44 
matters 
Physical 90 43 74 18 6 2 1 5 2 
facilities 
Financial 92 36 83 11 17 1 1 3 0 
affairs 
Relations 92 43 65 21 7 5 2 18 5 
with other 
role-players 
Providing leadership within the various management areas of the 
school was generally viewed by the responding principals as being 
the responsibility of 
• principals and senior staff as far as professional matters 
are concerned; 
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• Principals, senior and other teaching staff with regard to 
pupil affairs; and 
• principals and members of the governing body for all other 
areas. 
Principals also saw the provision of leadership in the area of 
curriculum matters as a responsibility of the superintendents of 
education (academic). 
(c) Motivating persons involved in various areas of school 
management 
I N = 812 (Question 10) I 
FUNCTION OF GUIDANCE: MOTIVATING PERSONS INVOLVED IN VARIOUS AREAS 
OF SCHOOL MANAGEMENT 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Staff affair 98 57 20 16 2 1 0 25 12 
Pupil affairs 95 69 14 54 3 23 7 10 5 
( 4 7) 
Curriculum 94 58 6 28 0 0 0 27 48 
matters 
Teaching 96 62 6 36 0 1 0 31 41 
matters 
Physical 91 43 76 18 6 3 2 5 1 
facilities 
Financial 93 38 82 14 17 1 1 3 0 
affairs 
Relations 92 45 65 23 7 5 2 17 5 
with other 
role-players 
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Principals who responded generally viewed the following as being 
responsible for motivating persons in the various areas of the 
schools: 
• Themselves and senior staff as far as professional matters 
were concerned 
• Themselves, senior and other teaching staff for pupil 
affairs 
• Themselves and governing bodies for all other areas 
48% of responding principals also saw motivation of persons 
concerned with curriculum matters as a responsibility of the 
superintendents of education (academic). 
43% of secondary school principals were also prepared to extend 
this responsibility to school prefects in the area of pupil 
affairs. 
(d) Building communications between all role-players in various 
areas of school management 
I N = 812 (Question 10) I 
FUNCTION OF GUIDANCE: BUILDING COMMUNICATIONS BETWEEN ALL ROLE-
PLAYERS IN VARIOUS AREAS OF SCHOOL MANAGEMENT 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Staff affair 98 63 30 29 7 3 2 25 9 
Pupil affairs 94 69 21 59 6 32 14 10 5 
(56) 
Curriculum 96 57 9 39 1 1 1 28 47 
matters 
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I N = 812 (Question 10) I 
FUNCTION OF GUIDANCE: BUILDING COMMUNICATIONS BETWEEN ALL ROLE-
PLAYERS IN VARIOUS AREAS OF SCHOOL MANAGEMENT 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Teaching 97 63 7 48 1 1 2 31 37 
matters 
Physical 93 45 79 23 7 4 3 6 1 
facilities 
Financial 93 41 83 18 21 2 1 3 1 
affairs 
Relations 92 48 68 28 11 8 5 1 7 7 
with other 
role-players 
Building communications between all the role-players involved in 
the various areas of school management was generally viewed by 
the principals who responded as being the responsibility of 
• principals and senior staff as far as professional matters 
are concerned; 
• principals and all teachers with regard to pupil affairs; 
and 
• principals and governing bodies for all other matters. 
47% of principals also regarded building communications between 
persons involved in curriculum matters as a responsibility of 
superintendents of education (academic). 
56% of secondary school principals were prepared to extend this 
responsibility to school prefects as well. 
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4.2.4.4 Function of control 
Abbreviations used as column headings in Tables 4.9 (a) - (d) 
P: Principal 
D: Senior Deputy/Deputy/Heads of Department 
GB: Governing body 
T: Teaching staff (other than in D above) 
Ad: Administrative staff 
Pr: Prefect body 
Pu: Pupils 
Sk: Superintendent of Education, Circuit SO(kr) 
Sa: Superintendent of Education, Academic SO(ak) 
(a) Controlling that instructions issued to people involved in 
various areas of school management are carried out 
I N = 812 (Question 11) I 
FUNCTION OF CONTROL: CONTROLLING THAT INSTRUCTIONS ISSUED TO 
PEOPLE INVOLVED IN VARIOUS AREAS OF SCHOOL MANAGEMENT ARE CARRIED 
OUT 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Staff affair 97 60 7 12 3 0 0 27 13 
Pupil affairs 91 74 7 58 3 23 3 11 5 
(44) 
Curriculum 95 61 5 27 0 0 0 30 51 
matters 
Teaching 97 64 3 33 0 0 0 31 43 
matters 
Physical 90 44 78 19 8 2 1 4 1 
facilities 
Financial 92 36 85 11 21 0 0 3 0 
affairs 
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I N = 812 (Question 11) I 
FUNCTION OF CONTROL: CONTROLLING THAT INSTRUCTIONS ISSUED TO 
PEOPLE INVOLVED IN VARIOUS AREAS OF SCHOOL MANAGEMENT ARE CARRIED 
OUT 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Financial 92 36 85 11 21 0 0 3 0 
affairs 
Relations 92 44 64 21 7 4 2 16 6 
with other 
role-players 
The respondents generally viewed controlling that instructions 
were carried out as being the responsibility of the following: 
• Principals and senior staff as far as professional matters 
were concerned 
• Principals and all teachers regarding pupil affairs 
• Principals and governing bodies for other areas of school 
management 
Principals also saw controlling that instructions were carried 
out by people involved in curriculum matters as the concern of 
superintendents of education (academic). 
44% of secondary school principals were prepared to extend this 
responsibility to school prefects as far as people involved in 
pupil affairs were concerned. 
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(b) Observing and measuring the activities of persons involved 
in various areas of school management 
I N = 812 (Question 11 ) I 
FUNCTION OF CONTROL: OBSERVING AND MEASURING THE ACTIVITIES OF 
PERSONS INVOLVED IN VARIOUS AREAS OF SCHOOL MANAGEMENT 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Staff affair 98 62 12 11 1 0 0 35 22 
Pupil affairs 94 72 14 57 2 15 2 16 10 
Curriculum 95 62 7 29 0 0 0 33 56 
matters 
Teaching 97 66 6 34 0 0 0 38 50 
matters 
Physical 91 45 81 20 7 2 1 7 2 
facilities 
Financial 93 37 87 9 20 0 0 4 1 
affairs 
Relations 93 44 66 21 7 5 3 1 7 5 
with other 
role-players 
Observing and measuring the activities of persons involved in 
school management was generally viewed by the respondents as 
being the responsibility of the following: 
• Principals and senior staff as far as professional matters 
were concerned 
• Principals and all teachers regarding pupil affairs 
• Principals and governing bodies for all other areas of 
school management 
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Principals also saw observing and measuring the activities of 
persons involved in curriculum matters as a responsibility of 
superintendents of education (academic). 
(c) Evaluating the activities of persons involved in various 
areas of school management 
I N = 812 (Question 11) I 
FUNCTION OF CONTROL: EVALUATING THE ACTIVITIES OF PERSONS 
INVOLVED IN VARIOUS AREAS OF SCHOOL MANAGEMENT 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Staff affair 97 60 7 10 0 0 0 43 26 
Pupil affairs 94 71 11 58 1 13 2 19 13 
Curriculum 94 59 5 27 0 0 0 36 56 
matters 
Teaching 96 64 4 30 0 0 0 40 51 
matters 
Physical 91 45 80 18 5 1 1 7 3 
facilities 
Financial 92 37 86 1 0 15 0 0 5 1 
affairs 
Relations 92 43 65 18 5 3 2 16 5 
with other 
role-players 
Evaluating the activities of persons involved in school manage-
ment was generally viewed as being the responsibility of the 
following: 
• Principals and senior staff as far as professional matters 
were concerned 
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• Principals and all teachers regarding pupil affairs 
• Principals and governing bodies for all other areas of 
school management 
Principals also saw evaluating the activities of persons involved 
in managing curriculum and teaching matters as a responsibility 
of superintendents of education (academic) 
(d) Initiating corrective actions to be taken by persons 
involved in various areas of school management 
I N = 812 (Question 11) I 
FUNCTION OF CONTROL: INITIATING CORRECTIVE ACTIONS TO BE TAKEN BY 
PERSONS INVOLVED IN VARIOUS AREAS OF SCHOOL MANAGEMENT 
PERSONS/BODIES RESPONSIBLE 
p D GB T Ad Pr Pu Sk Sa 
Staff affair 97 48 19 12 1 0 0 37 17 
Pupil affairs 95 67 16 51 2 18 4 19 9 
Curriculum 94 54 7 28 0 0 0 37 58 
matters 
Teaching 96 59 5 33 0 0 0 41 51 
matters 
Physical 90 40 81 19 7 3 1 7 2 
facilities 
Financial 92 36 87 12 18 1 0 5 1 
affairs 
Relations 92 42 66 21 8 4 2 18 5 
with other 
role-players 
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Initiating corrective actions to be taken by persons involved in 
school management was generally regarded as being the respon-
sibility of the following: 
• Principals and senior staff as far as professional area 
were concerned 
• Principals and all teachers regarding pupil affairs 
• Principals and governing bodies for all other areas of 
management 
Principals also regarded initiating corrective actions to be 
taken by persons involved in managing curriculum ( 58%) and 
teaching (51%) matters as a responsibility of superintendents of 
education (academic). 
The responses of the principals followed a pattern throughout. 
This is discussed in section 4.2.4 below. 
4.2.5 Summary of responses regarding responsibility for 
management functions in the professional and other 
areas of school management 
The figures in Table 4.10 indicate the number of management areas 
within a particular management function for which principals 
regarded the specific group of role-players as being responsible. 
Figures in brackets indicate the maximum possible number of 
areas. 
In Table 4.10 a particular group of role-players is only 
indicated as being responsible for a management area if 50% or 
more of all respondents allocated such a responsibility to the 
group. 
Further, in Table 4.10 the management areas have been grouped 
together as follows: 
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Professional areas: 
Other areas: 
Staff affairs 
Pupil affairs 
Curriculum matters 
Teaching matters 
Physical facilities 
Financial affairs 
Relations with other role-players 
Abbreviations used as column headings in Table 4.10: 
P: Principal 
D: Senior Deputy/Deputy/Heads of Department 
GB: Governing body 
T: Teaching staff (other than in D above) 
Ad: Administrative staff 
Pr: Prefect body 
Pu: Pupils 
Sk: Superintendent of Education, Circuit SO(kr) 
Sa: Superintendent of Education, Academic SO(ak) 
TABLE 4.10 Summary of Tables 4.6-4.9 (Questions 8-11) 
MANAGEMENT SUMMARY OF NUMBER OF AREAS WITHIN EACH MAN-
FUNCTION AGEMENT FUNCTION FOR WHICH EACH GROUP OF 
ROLE-PLAYERS IS REGARDED AS RESPONSIBLE BY 
PRINCIPALS 
p D GB T Ad Pr Pu Sk Sa 
Planning: 17 17 1 1 0 0 0 0 0 4 
Professional 
( 1 7 ) 
Other ( 1 2) 1 2 6 1 2 0 0 0 0 0 0 
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MANAGEMENT SUMMARY OF NUMBER OF AREAS WITHIN EACH MAN-
FUNCTION AGEMENT FUNCTION FOR WHICH EACH GROUP OF 
ROLE-PLAYERS IS REGARDED AS RESPONSIBLE BY 
PRINCIPALS 
p D GB T Ad Pr Pu Sk Sa 
Organization: 1 2 11 0 4 0 0 0 0 0 
Professional 
( 1 2) 
Other ( 9 ) 9 1 9 0 0 0 0 0 0 
Guidance: 1 31 12 0 3 0 0 0 0 1 
Professional 
( 1 3) 
Other ( 9 ) 9 0 9 0 0 0 0 0 0 
Control: 16 1 5 0 2 0 0 0 0 7 
Professional 
( 1 6) 
Other ( 1 2) 12 0 1 2 0 0 0 0 0 -
Total: 58 55 1 1 9 0 0 0 0 12 
Professional 
(58) 
Other (42) 42 7 42 0 0 0 0 0 0 
Total ex- 100 95 2 33 0 0 0 0 21 
gressed as a 
gercentage of 
total gos-
sible areas: 
Professional 
Other 100 17 100 0 0 0 0 0 0 
The following general deductions may be made from Table 4.10: 
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• Principals perceived themselves to be responsible for all 
management tasks in the school (100% of management tasks in 
both professional and other areas). 
• Principals were not prepared to grant responsibility for 
management tasks which fall within the professional sphere 
to governing bodies (only 2% of these tasks), although it 
may be argued that at least certain aspects of staff (e.g. 
the appointment of staff members) and pupil (e.g. admission 
policy) affairs fall within the ambit of governing bodies. 
• Principals were not generally prepared to grant respon-
sibility for management tasks outside the professional 
sphere to the senior teaching staff (only in 17% of the 
areas). 
• Principals were only prepared to grant teachers, other than 
the senior teaching staff, responsibility in 33% of profes-
sional areas and in none of the other areas of school 
management. 
• Principals were not prepared to grant the administrative 
staff responsibility in any of the management areas (0%). 
• Principals (with the exception of secondary school prin-
cipals regarding pupil affairs as indicated in Tables 4.6-
4. 9) were not prepared to grant school prefects respon-
sibility in any of the areas of school management ( 0%) . 
Principals were not prepared to grant responsibility to 
pupils in any area of school management. 
• Principals did not regard the superintendents of education 
(circuit) as being responsible for any of the areas of 
school management, not even that of problem-solving (0%). 
This is surprising as problem-solving in schools is one of 
the tasks of the superintendents. 
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• Principals regarded superintendents of education (academic) 
as having responsibility in only a limited number of areas 
( 21 % ) of school management, mainly that of curriculum 
matters. 
• Governing bodies were regarded as only having respon-
sibility in "other" areas of school management, but the 
principals were of the opinion that governing bodies had 
responsibility in all these "other" areas (100%). 
The general impression gained by the researcher from these 
results is that principals generally wish to retain respon-
sibility in their own hands and delegate as little as possible. 
This may be regarded as an autocratic management style. 
4.2.6 Agreement or otherwise with given statements 
Principals were requested to rate each statement according to the 
following scale: 
1 = Agree totally 
6 = Disagree totally 
TABLE 4.11 Agreement or disagreement with given statements 
(a) 
n 
11 . 1 PP: 95 
The pr in-
cipal is the P: 495 
chief execu-
tive officer S: 222 
of the 
school. Tot:< 812 
Response expressed as a percentage 
of n 
1 2 3 4 5 6 
88 7 3 1 0 0 
87 8 2 0 1 1 
86 8 5 1 0 1 
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( b) 
Response expressed as a percentage 
of n 
n 1 2 3 4 5 6 
11 . 2 PP: 95 5 5 6 2 9 72 
The prin-
cipal is the P: 495 6 4 9 6 19 56 
employee of 
the govern- S: 222 5 4 1 1 8 19 53 
ing body. 
( c) 
Response expressed as a percentage 
of n 
n 1 2 3 4 5 6 
11 . 3 PP: 95 68 1 6 8 3 1 3 
The pr in-
cipal has a P: 495 54 1 7 14 5 3 6 
dual respon-
sibility to s: 222 63 1 5 1 0 5 2 5 
the govern-
ing body and Tot: 812 58 1 7 .. 12 5 3 6 the educ a-
. 
ti on depart-
ment. .· 
I .. 
I·· 
·.· . . . .· .. 
.. ····· ... 
.... . ...... 
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( d) 
11. 4 
The f unc-
t ions and 
duties for 
which the 
principal is 
responsible 
to the 
governing 
body and to 
the educa-
tion depart-
ment respec-
tively have 
been clearly 
stipulated. 
( e) 
11 . 5 
The pr in-
cipal is the 
main f acili-
tater be-
tween all 
the role-
players con-
cerned with 
the school. 
Response 
n 1 2 
PP: 95 47 22 
P: 495 24 19 
S: 222 24 16 
27 19 
Response 
n 1 2 
PP: 95 86 1 1 
P: 495 84 1 1 
S: 222 85 9 
10 
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expressed as a percentage 
of n 
3 4 5 6 
12 5 3 1 1 
17 12 14 15 
21 12 15 12 
11 
expressed as a percentage 
of n 
3 4 5 6 
3 0 0 0 
2 1 0 2 
2 1 1 1 
2 
(f) 
Response expressed as a percentage 
of n 
n 1 2 3 4 5 6 
11 . 6 PP: 95 49 16 14 1 4 16 
The prin-
cipal of a P: 495 39 2·5 14 6 6 10 
state-aided 
school is no S: 222 36 19 18 9 12 6 
longer the 
"head" of 
the school 40 22 but rather 
part of a 
management 
team. 
4.2.6.1 Implications of responses as reflected in Table 4.11 
The implications of the responses to the statements as reflected 
in Table 4.11 need to be examined carefully. 
• Statement 11 . 1 The principal is the chief executive 
officer of the school. 
An executive officer is generally responsible for carrying 
out a policy formulated - usually by others. In the case 
of principals of state-aided schools, the policy is pre-
scribed by the national or provincial education authori-
ties, or both, as well as the governing body (see also 
responses to Statement 11 .3). 
The response to Statement 11. 1 cannot be interpreted to 
mean that the principal must personally carry out the 
policy. He should delegate as far as possible. To achieve 
successful delegation the principal needs to see himself 
not as the "head" of the school but as part of a management 
team. This implies, in the case of the governing body, 
that members accept responsibility for various aspects of 
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• 
the work of the governing body. In the case of the staff, 
it implies that delegation is done on a mutually acceptable 
basis through discussion. This is particularly important 
in view of the recommendation of the Hunter Committee that 
11 
••• governing bodies should be re pre sen ta ti ve of the main 
stakeholders. In primary schools parents and teachers 
should have significant representation, as should parents, 
teachers and learners in secondary schools" (Hunter 
Committee 1995:54) the comments on statement 11.6 are also 
relevant here. 
A vital adjunct of delegating authority is that a principal 
should coordinate all the functions within the school and 
exercise control over the way in which the delegated 
authority is used. This is necessary to ensure that 
persons with delegated authority do not act at cross-
purposes but in harmony with each other. It is also 
necessary because the principal is, after all, the person 
finally responsible to both the governing body and the 
education authorities for the running of the school. 
The principal will also need to reconcile conflicting 
opinions within the school regarding the policy, vision, 
mission and objectives of the school so that they may 
provide direction to all concerned with the management of 
the school. The principal should also ensure that the 
policy-makers are given adequate feedback so that they can 
judge the appropriateness and effectiveness of their 
policies. This requires that the principal also act as a 
facilitator (see comments on Statement 11 .5). 
Statement 11 . 2 
governing body. 
The principal is the employee of the 
According to the Education Affairs Act (House of Assembly) 
(SA 1988, sec. 97(1)(b) the 11 ••• power to appoint, promote 
or discharge any person at a state-aided school shall vest 
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in the governing body, which shall exercise such power with 
regard to subsidized posts subject to the prior approval of 
the Minister. " This can be interpreted as meaning that 
principals are the employees of the governing body, even 
though their salaries are paid by the state. This, how-
ever, is not the opinion of the majority of the respon-
dents. Further, the Education Affairs Act (House of 
Assembly) states that a state-aided school, and not the 
governing body, is the juristic person (SA 1988, sec. 
30(1)). In other words, the governing body, in appointing 
a principal, acts as the agent of the school. This makes 
the position even less clear. 
This situation will be clarified if the recommendation 
contained in the Report of the committee to review the 
organization, governance and funding of schools (hereafter 
referred to as the report of the Hunter Committee) is 
accepted. Section 6.13 of the report of the Hunter Commit-
tee states that " the employer of all teachers in 
public schools should be the State" (Hunter Committee 
1995:53) Hunter Committee defines the term "public 
schools" to include state-aided schools. 
• Statement 11 .3 The principal has a dual responsibility to 
the governing body and the education department. 
Such a dual responsibility can lead to the principal being 
uncertain regarding where his loyalty and responsibility 
actually lie. This, in turn, can be a source of additional 
stress for the principal. Serving two masters can be the 
cause of friction between all the parties concerned, unless 
the functions and duties for which the principal is respon-
sible to the governing body and the education department 
are very clearly stipulated. According to the responses to 
Statement 11. 4 only 27% of the principals who responded 
have complete clarity on this point. 
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• Statement 11 . 4 The functions and duties for which the 
principal is responsible to the governing body and to the 
education department respectively have been clearly stipu-
lated. 
Only 27% of respondents have complete professional clarity 
concerning this matter. The comments on Statements 11.2 
and 11.3 are also relevant to this issue. 
Lack of clarity in this regard can result in both the 
principal and the governing body being placed in an in-
vidious position and can have a negative effect on the 
management of the school. 
• Statement 11 . 5 The principal is the main facilitator 
between all the role-players concerned with the school. 
The comments on Statement 11 .1 are also relevant here. 
Most principals agreed with this statement. If principals 
are to succeed in this role, they need to be thoroughly 
acquainted with the theory or contents as well as the 
practical applications of, among others, the following: 
Conflict resolution 
Negotiating procedure and skills 
Legislation, regulations and policy concerning state-
aided schools 
The perceptions and expectations of all the role-
players with regard to the management of state-aided 
schools 
Communication skills 
• Statement 11 .6 The principal of a state-aided school is no 
longer the "head" of the school but rather part of a 
management team. 
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4.2.7 
This statement was endorsed by completely by 40% of respon-
dents, but a sizeable number of principals seem to have 
some reservations, with 10% rejecting the statement com-
pletely. A practical implication of the principal being 
part of a management team is, according to the researcher, 
that he needs to practise a participative style of manage-
ment. The responses recorded in Tables 4.6-4.9 indicate 
that most principals do not, in fact, practise such a style 
of management. This is observation is further strengthened 
by the number of principals who have reservations about, or 
who absolutely reject, statement 11.6. 
Being the chief executive of a management team also em-
phasizes the principal's role as a facilitator. 
Time spent on school activities 
TABLE 4 .12 Time spent by principals on various school activities 
Abbreviations used in Table 4.12: 
PP: Pre-primary schools 
P: Primary schools 
S: Secondary schools 
TIME SPENT PER WEEK ON VARIOUS SCHOOL ACTIVITIES 
SCHOOL ACTIVITY n TIME SPENT PER SCHOOL AC-
TI VI TY 
Total of all Average of 
responses responses 
(hours) (hours) 
Professional PP: 95 2846 30 
P: 495 9394 19 
s: 222 3926 18 
Total: 812 16166 20 
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TIME SPENT PER WEEK ON VARIOUS SCHOOL ACTIVITIES 
SCHOOL ACTIVITY n TIME SPENT PER SCHOOL AC-
TIVITY 
Total of all Average of 
responses responses 
(hours) (hours) 
Administrative PP: 95 1026 1 1 
P: 495 9595 19 
S: 222 4631 21 
Total: 812 15252 19 
Extracurricular PP; 95 323 3 
P: 495 3507 7 
P: 222 1937 9 
Total: 812 5767 7 
Other PP: 95 389 4 
P: 495 2827 6 
S: 222 1288 6 
Total: 812 4504 6 
Principals of primary and secondary schools spend less time on 
professional matters, such as staff and pupil affairs, teaching 
matters and curriculum matters, than the principals of pre-
primary schools. 
When it comes to administrative matters, the situation is 
reversed: pre-primary school principals spend considerably less 
time on these matters than do the other principals. 
On average, principals spend 52 hours per week on school 
activities. This is considerably more than the average working 
week of 40 hours and could indicate that principals are not 
delegating enough work to their staff. Further, this implies 
that some principals must devote considerably more time to their 
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duties and that they are, in fact, over-burdened. This is borne 
out by the responses discussed in section 4.2.6 below. 
4.2.8 Sufficiency of time for duties 
TABLE 4. 1 3 Ability of time for principals to perform their 
duties 
Abbreviations used in Table 4.12: 
PP: Pre-primary schools 
P: Primary schools 
S: Secondary schools 
ABILITY OF PRINCIPALS TO PERFORM ALL THEIR DUTIES IN THE 
VARIOUS SCHOOL ACTIVITIES IN THE TIME AVAILABLE 
SCHOOL ACTIVITY n CAN PERFORM CANNOT PER-
ALL DUTIES FORM ALL 
(YES) DUTIES 
(NO) 
Total % Total % 
Professional PP: 95 64 67 31 33 
P: 495 240 48 255 52 
S: 222 107 49 11 3 51 
Total: 812 411 51 399 49 
Administrative PP: 95 40 42 55 58 
P: 495 247 50 248 50 
s: 222 11 5 52 1 07 48 
Total: 812 402 50 410 50 
Extracurricular PP; 95 83 87 12 13 
P: 495 323 65 172 35 
P: 222 138 53 105 47 
Total: 812 523 64 289 36 
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ABILITY OF PRINCIPALS TO PERFORM ALL THEIR DUTIES IN THE 
VARIOUS SCHOOL ACTIVITIES IN THE TIME AVAILABLE 
SCHOOL ACTIVITY n CAN PERFORM CANNOT PER-
ALL DUTIES FORM ALL 
(YES) DUTIES 
(NO) 
Total % Total % 
Other PP: 95 68 72 27 28 
P: 495 372 75 122 25 
S: 222 138 62 84 38 
Total: 812 578 71 233 29 
Most primary (52%) and secondary (51%) school principals report 
that they are unable 
the time available. 
principals just less 
to perform all their professional duties in 
Half of all respondents (secondary school 
than half: 48%) report that they are unable 
to complete their administrative duties in the time available. 
The majority of all respondents could complete their extracur-
ricular (64%) and other (71%) duties in the time available. 
If the responses recorded in Table 4.13 are considered together 
with the time actually spent on school activities (Table 4.12), 
then it would appear that school principals are overburdened with 
work. This can only mean that the professional and ad-
ministrative areas of school management are suffering. 
The significance of these reposes to the self-management of 
schools is that under a system of self-management, such as the 
management of state-aided schools for example, all aspects of 
running a school will need to function smoothly if the school is 
to be effective in its task of educating its pupils. The 
responses quoted in Tables 4.12 and 4.13 indicate that principals 
are overburdened. This once again stresses the importance of 
delegating duties and responsibilities. Principals should be 
able to lighten their work-load significantly by judicious 
delegation. In addition to easing the principal's burden, such 
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delegation will provide those to whom the duties are delegated 
with invaluable experience in school management and will, 
therefore, in the long-term lead to an increased management 
capacity in the role-players. 
4.3 INVESTIGATION INTO THE OPINIONS OF PRINCIPALS, CHAIRMEN OF 
GOVERNING BODIES, TEACHERS AND STD 1 0 PUPILS OF STATE-AIDED 
SCHOOLS IN THE FORMER PROVINCE OF TRANSVAAL 
This was the second of the two investigations. The first 
investigation involved principals only and was discussed in 
section 4.2 above. This investigation, involving principals, 
chairmen of governing bodies, teachers and Std 10 Pupils was 
implemented shortly after the first. 
4.3.1 Method of investigation 
The opinions of principals, chairmen of governing bodies, 
teachers and Std 10 pupils in state-aided schools in the former 
province of Transvaal on certain aspects of school management 
were sought by means of questionnaires. 
4.3.1.1 Questionnaires 
Separate questionnaires were constructed for completion by the 
following: 
• Principals 
• Teachers 
• Chairmen of governing bodies 
• Std 10 pupils 
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4.3.1 .2 The sample 
The computer Affairs section of the former Transvaal Education 
Department drew random stratified samples. The schools were 
firstly stratified according to the ratio of primary schools to 
secondary schools (2:1) and secondly according to the ratio of 
English-medium schools to Afrikaans-medium and dual-medium 
schools (3:6:1). The stratified sample size of 5% for principals 
and chairmen of governing bodies was considered sufficiently 
large to be representative. A sample size representing 20% of 
the schools was considered to give a representative cross-section 
of teachers, while 360 Std 10 Pupils was also considered to be 
representative. 
(Abbreviations: E English-medium 
A Afrikaans-medium 
E/A Dual medium) 
Principals: 
20 secondary schools (6E; 12A; 2E/A) 
40 primary schools (12E; 24A; 4E/A) 
Chairmen of governing bodies: 
20 secondary schools (6E; 12A; 2E/A) 
40 primary schools (12E; 24A; 4E/A) 
Teachers: 
80 secondary schools (24E; 48A; 8E/A) 
170 primary schools (51E; 102A; 17E/A) 
Standard 10 pupils: 
90 secondary schools (27E; 54A; 9E/A) 
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The teacher who had taught at the selected school for the longest 
period was nominated as the respondent. 
Every 20th pupil from an alphabetic list of all Std 10 pupils in 
the school were to be selected as the respondents. A final 
sample of 370 pupils ( 111 E; 222 A; 37 E/A} was to be randomly 
selected from the questionnaires returned. The data from 
questionnaires received back from dual-medium schools was 
processed according to the language in which the respondents 
replied. This resulted in a total of 121 English questionnaires 
and 249 Afrikaans questionnaires being processed. 
4.3.1.3 Number of questionnaires posted and returned 
The number of questionnaires posted and returned is reflected in 
Table 4.2 
4.3.2 Results 
The results are presented as follows: 
• The detailed responses from the questionnaires to prin-
cipals (the second questionnaire sent to principals} are 
given and discussed in the following paragraphs. 
• A summary and discussion of these responses, as well as 
deductions based on the responses, are contained in section 
4.3.4. 
All percentages in the report have been rounded off to one 
decimal place, except in the case of section 4.3.4 where 
the percentages have been rounded off to the nearest whole 
number as this section is a summary and discussion of all 
the results. 
Where the sum of the relevant percentages is not 100%, it is due 
to the "no responses" not being shown. 
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4.3.3 Responses by principals 
4. 3. 3 .1 Statement of vision 
TABLE 4.14 Schools with and without written statements of 
vision 
N = 49 
Number % 
Schools WITH a written statement of 26 53 I 1 
vision 
Schools WITHOUT a written statement of 20 40,8 
vision 
No response 3 6 I 1 
Total 49 100 
It is encouraging to note that 53% of the schools do have a 
written statement of vision. Six principals returned copies of 
their school's statement of vision with their completed question-
naires. 
Of these six, two statements of vision concentrate on the school 
as such, and not on what they hope to achieve with the pupils: 
• Ons wil 'n gelukkige skoal skep met behulp van maksimale 
ouerbetrokkenheid en kwali tei t onderrig, bestuur en op-
voeding wat sal lei tot 'n kreatiewe en goedtoegeruste 
skoal - en wyer gemeenskap. 
• Almal moet graag soos ons wil wees. 
The remaining four visions indicate that the school is a means 
to an end: the end being what is achieved with the pupils: 
As 'n Christelike skoal, wat die verlengstuk van die 
ouerhuis is, is ans onlosmaaklik daartoe verbind om saam 
met die Verbondsouers ans kinders op te voed in die Vrese 
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van die Here. Naas hierdie beginsel streef ans oak daarna 
om deur voortreflike onderwys ans kinders in totaliteit op 
te voed as gebalanseerde volwassenes. Om hierin te slaag, 
poog ans om d. m. v. ans Afrikanerkul tuur, Ons Moedertaal 
(Afrikaans) ans nasionale simbole die kinders op te voed om 
trots te wees op wat eie aan ans is. 
• Die daarstelling van 'n skoal wat deur voorkoms, voortref-
like fisiese en akademiese geriewe en standaarde, en en-
toesiastiese en hoogstaande leerkragte, elke leerling in 
staat stel tot volle potensiaalontginning en tot 'n sieraad 
en trots van die samelewing. 
• Talente word ontwikkel en waar daar slegs een talent 
sou wees, word gepoog om dankbaarheid daarvoor te betoon en 
dit so te ontwikkel dat die kind sal voel dat hy/sy oak 
bestaansreg het en deel vorm van die grater geheel. 
• To be the leading provider of a primary educational en-
vironment in the Vaal Triangle in which children reach 
their full potential. 
Whether one agrees with these visions or not, they do provide the 
school with something concrete on which to base its mission 
statement and objectives. 
4.3.3.2 Mission statement 
TABLE 4.15 Schools with and without written mission state-
ments 
N = 49 
Number % 
Schools WITH a written mission state- 32 65,3 
ment 
Schools WITHOUT a written mission 14 28,6 
statement 
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N = 49 
Number % 
No response 3 6, 1 
Total 49 100 
It is encouraging to see that almost two thirds of the schools 
have written mission statements. Twenty two of the thirty two 
principals · who said their schools have a written mission 
statement, returned copies of the mission statement with their 
complete~ questionnaires. 
These mission statements were assessed according to the instru-
ment developed by Campbell and Yeu~g (1990, 24). This measuring 
instrument .(adapted for use by schools).is quoted in full below. 
TABLE 4.16 Do you have a good mission statement? 
Questions No To Yes 
some 
degree 
1. The E!!:!rPOSe 
a. Does the statement describe an inspiring purpose that avoids 0 1 2 
' 
playing to the selfish interests of the role-players -
teachers, pupils, parents., members of the governing body? 
b. Does the statement describe the school's responsibility to the. 0 1 2 
role-players? 
2. Strate<i:t 
a. Does the statement defi.ne a domain for the school, explaining 0 1 2 
why it is attractive? 
b. Does the statement describe the strategic positioning that the 0 1 .2 
school prefers in a way that helps to identify the sort of com-
petitive advantage it will look for? 
3. I Values 
a. Does the statement identify values that link with the school's O· l 2 
purpose and act as beliefs that staff and pupils can feel proud 
' of? 
b. . Do the values "resonate" with and re1nforce the school's strat- 0 1 2 
egy? 
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Questions No To Yes 
some 
' degree 
4. Behaviour standards 
a. Does the statement describe important behaviour standards that 0 1 2 
serve as beacons of the strategy and values? 
-
b. Are ttie behaviour standards described in a way that enables 0 1 2 
individual staff members and pupils to judge whether they have 
behaved correctly or not? 
5. Character 
a. Does the statement give a portrait of the school, capturing its 0 , 2 
culture? 
b. Is the statement easy to read? 0 , 2 
Maximum score = 20; good' score'= 15; poor score < 10 
Although the assessment is to an extent subjective, it does give 
a reasonable indication of the quality of a mission statement. 
A summary of the scores allocated to the mission statements 
submitted is given in Table 4.30. 
Table 4.17 
Score 
0 - 9 
10 -14 
15 
16 - 20 
Summary of scores allocated to mission'statements 
submitted by schools 
N = 22 
Schools allocated a particular score 
Number % 
. 
11 50,0 
6 27,3 
2 9' 1 
3 13,6 
A general weakness is that the· mission statements do not describe 
the schools' responsibility towards the.role-players. Also, it 
would appear that a number of schools adopted the same draft 
mission statement without adapting it to the school's particular 
needs and character. This makes a mockery of the whole idea of 
a mission statement, which should reflect. the unique aspirations 
of a particular institution. These mission statements were 
consequently allocated scores of less than 10. 
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The scores reflected in Table 4.30 indicate that most schools 
still need to give a great deal of attention to their mission 
statements if these are to be anything more than so many words 
on paper. 
4.3.3.3 Objectives 
TABLE 4.18 Schools with and without overall, written objec-
tives for the stated areas of management 
N = 49 
Area of management Schools WITH Schools WITHOUT 
written objec- written objec-
tives tives 
Number ~ 0 Number % 
Staff affairs 45 91 '8 3 6' 1 
Pupil affairs 43 87,8 5 1 0' 2 
Curriculum/academic af- 47 95,9 1 2,0 
fairs 
Extracurricular affairs 42 85,7 4 8,2 
Physical facilities 36 73,5 1 2 24,5 
(provision and main-
tenance) 
Finance 44 89,8 4 8,2 
Relations with other 29 59,2 1 7 34,7 
role-players 
The responses indicate that, except for the area of Relations 
with other role-players, the overwhelming majority of schools 
have a set of overall, written objectives covering all the areas 
of management. 
4.3.3.4 Objectives formulated by staff 
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TABLE 4.19 Written objectives for professional activities 
N = 49 
Number % 
Staff ARE expected to formulate written 25 51 I 0 
objectives for all their professional 
activities 
Staff ARE NOT expected to formulate 23 47,0 
written objectives for all their pro-
f essional activities 
No response 1 2,0 
Total 49 100 
Just more than half the principals (51,02%) responded that their 
staff are expected to formulate written objectives for all their 
professional activities. This, according to the researcher, 
leaves a lot of room for improvement. The objectives formulated 
by the staff in most cases are the enabling objectives which make 
the achievement of the overall objectives possible. The fact 
that almost half of the schools do not have such enabling 
objectives raises doubts about the value these schools attach to 
their overall objectives. 
4.3.3.5 Management style 
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TABLE 4.20 Management styles at schools 
N = 49 
Description of manage- Management Management 
ment style style practised style which 
at school principal would 
like to see 
practised at 
school 
Number % Number % 
02tion 1 0 0,0 0 0,00 
All major decisions in 
the school are made by 
the principal on his 
own. 
OQtion 2 6 1 2 f 2 3 6 I 1 
All major decisions in 
the school are made by 
the governing body 
(which includes the 
principal) on its own. 
OQtion 3 9 18,4 6 1 2 f 2 
All major decisions in 
the school are made by 
the principal after con-
sulting others. 
OQtion 4 5 1 0 f 2 3 6 f 1 
All major decisions in 
the school are made by 
the governing body after 
consulting others. 
OQtion 5 24 49,0 19 38,8 
All major decisions in 
the school are made by 
the principal together 
with others. 
OQtion 6 3 6 f 1 1 0 20,4 
All major decisions in 
the school are made by 
the governing body to-
gether with others. 
OQtion 7 2 4' 1 2 4' 1 
None of the above 
No response 0 0,00 6 1 2' 2 
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N = 49 
Description of manage- Management Management 
ment style style practised style which 
at school principal would 
like to see 
practised at 
school 
Number % Number % 
Total 49 100 49 1 00 
A number of observations may be made concerning the results in 
Table 4.20: 
• In 33 schools (67,3%) the principals perceive themselves to 
be the decision-makers (either after consulting others or 
together with others) in the school (options 3 and 5). 
• In 14 schools (28,6%) principals perceive the governing 
body (either alone, after consulting others or together 
with others) as the decision-maker in the school (options 
2, 4 and 6) . 
• In twenty schools (41%) other role-players, although they 
may be consulted, are excluded from the decision-making 
process (options 2, 3, and 4). 
• Twenty nine (59,2%) percent of principals would like to see 
some form of participative management practised in their 
schools (options 5 and 6). 
4.3.3.6 Major management problems 
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TABLE 4.21 Major management problems experienced by prin-
cipals 
N = 49 x 3 = 14 7 
(Each principal was asked to mention the 3 most important 
management problems experienced in his school) 
Problem Number % 
1 . Financial management of school 9 6' 1 
2 . The principal is overburdened 8 5,4 
3 . The principal/management teams 7 4,8 
is/are not sufficiently trained 
to manage state-aided schools 
4. The governing body interferes 6 4' 1 
in academic matters 
5. The governing body is inex- 4 2,7 
perienced 
6. The collection and non-payment 4 2,7 
of school fees 
7. Maintenance of school buildings 4 2,7 
and grounds 
8. The governing body shows a lack 4 2,7 
of interest or is uninvolved in 
school affairs 
9. Parents are uninterested in 3 2,0 
school a ff airs 
1 0. The governing body is inclined 3 2,0 
to ignore the principal's views 
or is inclined to be autocratic 
11 . Lack of staff involvement 2 1 '4 
1 2. The division of respon- 2 1 . 4 
sibilities between principal, 
deputy principals, heads of 
department and the governing 
body 
1 3. Other problems involving fi- 2 1 '4 
nance 
1 4. Other problems involving the 4 2,7 
governing body 
15. Other problems involving staff 1 1 7,5 
207 
N = 49 x 3 = 14 7 (Each principal was asked to mention the 3 most important 
management problems experienced in his school) 
Problem Number % 
1 6. Other problems involving the 2 1 ' 4 
principal himself 
1 7 . Other problems involving pa- 2 1 ' 4 
rents 
1 8. Other management problems 1 0 6,8 
According to the responses received, there is no single outstan-
ding management problem that is experienced by a majority of 
schools. If, however, the responses are totalled according to 
categories, then problems involving the governing body are 
mentioned 30 times (20,4%) (problems 3, 4, 5, 8, 10, 12 and 14). 
Problems involving finance were reported in 19 (12,9%) instances 
(problems 1, 6, 7 and 13). 
Problems involving staff were reported in 22 (15,0%) instances 
(problems 3, 11, 12 and 15). 
Problems involving the principal himself were reported in 22 
15,0%) instances (problems 2, 3, 10, 12 and 16). 
Problems involving parents were only reported in 9 (6,1%) 
instances (problems 6, 9 and 17). 
Other management problems, such as problems involving pupils and 
the community, were reported in 1 0 ( 6, 8%) instances (problem 18) . 
It is noteworthy that out of a possible total response of 147, 
only 87 (59,2%) were received. 
to this question at all. 
Many principals did not respond 
The impression is created that 
principals in general do not perceive their schools to have 
important management problems. 
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4.3.3.7 Preparedness for the future 
TABLE 4. Preparedness for the future 
N = 49 
Number % 
The management of the school IS well- 31 63,3 
geared to take the school successfully 
into a new, non-discriminatory educa-
ti on system. 
The management of the school IS NOT 17 34,7 
well-geared to take the school sue-
cessfully into a new, non-discrimina-
tory education system. 
No response 1 2,0 
Total 49 100 
Fully a third (34,7%) of principals who replied did not consider 
the management of their schools to be well geared for the future. 
4.3.3.8 Summary of responses by principals to the second 
investigation 
The responses of principals discussed in this section reveal that 
a majority of schools have both written statements of vision and 
statements of mission. An analysis of mission statements 
returned by principals, however, revealed that most of them left 
much to be desired. 
The overwhelming majority of principals also reported that their 
schools had overall, written objectives for stated areas of 
school management. 51% of principals also reported that their 
staff were expected to formulate written objectives for all their 
professional activities. 
These results indicate that a majority of principals are aware 
of the need for a statements of vision, a mission statement and 
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written objectives. If properly used these, the vision, mission 
and objectives, can play an important role in giving coherence 
and direction to the management of the school. It is disturbing 
that 40% of schools do not have a written statement of vision 
while 20% of schools do not have a written mission statement and 
in 47% of the schools staff are not expected to formulate 
objectives for their professional activities. 
Responses to the question on style of management reveal that the 
majority of principals still regard themselves as being the 
decision-makers in the school. This indicates a tendency to an 
autocratic style of school management. It is encouraging to note 
that almost 60% of the principals would like to see some form of 
participative management practised in their schools. Given 
proper support, possibly in the form if in-service training, 
these principals should be able to introduce a participative 
style of management into their schools. 
As far as management problems are concerned, no single outstan-
ding problem was reported. However, 20% of principals reported 
management problems involving the governing body. 
Almost two thirds of the principals who responded were of the 
opinion that their schools were well-geared for the future. 
4.3.4 Summary and discussion of responses to the question-
naires to chairmen of governing bodies, teachers and 
Std 10 pupils, and deductions based on the responses 
The responses of chairmen of governing bodies, teachers and 
pupils will, where possible, be compared with each other. As the 
questions put to principals in the first investigation were very 
similar to those put to the chairmen of governing bodies, 
teachers and pupils in the second investigation, the responses 
of principals (from the first investigation) will also, where 
appropriate, be compared with these responses. 
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The results fr.o_m the questionn~ires to chairmen of governing 
bodies, teachers and Std 10 Pupils reported in this section are 
summaries of the actual responses received: The complete data 
are given in Appendices G (chairmen of gover.ning bodies), H 
(teachers) and I (Std 10 pupils). 
4.3.4.1 The planning functions of school management 
TABLE 4. 23 The p~rceptions of various role-playe_rs as to 
"!hether the governing body and teac_hers should be 
involved in the planning functions of school. 
man~gement or not (Question 2 f~om the question-
naires to chairmen of governing bodies and teach-
ers as well as results from Table 4.6(a)-(e)) 
The results in Table 4.23 are expressed as the percentage of the 
total number of respondents in each category. 
PLANNING FUNCTION 
(a) Staff affairs 
(b) Pupil affairs 
(c) Curriculum matters 
(d) Teach4ng matters 
The governing body should be 
involved in the planning func-
tions of school management. 
Perceptions of: 
Chairmen of 
governing 
bodies 
n = 30 
94 
81 
77 
61 
68 
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Principals 
n = 812 
78 
26 
40 
12 
6 
/ 
Teachers (excluding deputy 
principals) should be 
involved in the planning 
functions of school manage-
ment •. Perceptions of: 
Teachers Principals 
n = 198 n = 812 
89 37 
94 37. 
95 67 
95 51 
96 61 
PLANNING FUNCTION 
(e) Physical facilities 
(f) Financial affairs 
(g) Relations with other 
role-players 
(a) 
(b) 
. (c) 
(d) 
(e) 
(f) 
(g) 
(a) 
(b) 
(c) 
(d) 
Staff affairs 
Pupil affairs 
Curriculum matters 
Teaching matters 
Physical facilities 
Financial affairs 
Relations with other 
role-players 
Staff affairs 
Pupil affairs 
Curriculum matters 
Teaching matters 
The governing body should be 
involved in the "planning func-
tions of school management. 
Perceptions of: 
Chairmen of Principals 
governing 
bodies 
n = 30 n = 812 
9() 93 
84 96 
93 79 
77 28 
87 42 
64 12 
68 8 
93 91 
84 96 
90 74 
84 38 
77 37 
64 13 
68 9 
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Teachers (excluding deputy 
principals) should be 
involved in the planning 
functions of school manage-
ment. Perceptions of: 
Teachers Principals 
n 198 n = 812 
91 32 
78 21 
86 29 
95 36 
95 64 
92 44 
97 58 
89 29 
82 21 
86 27 
89 30 
96 64 
92 48 
96 52 
PLANNING FUNCTION 
(e) Physical facilities 
(f) Financial affairs 
(g) Relations with other 
role-players 
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(a) Staff affairs. 
(b) Pupil affairs 
(c) Curriculum matters 
(d) Teaching matters 
(e) Physical facilities 
(f) Financial affairs 
r 
. (g) Relations with other 
role-players 
The governing body should be 
involved in the planning func-
.tions of school management. 
Perceptions of: 
Chairmen of Principals 
governing 
bodies 
n = 30 n = 812 
93 94 
84 97 
87 80 
67 33 
81 25 
64 10 
71 7 
93 91 
90 94 
90 78 
Teachers (excluding deputy 
principals) should be 
involved in the planning 
functions of school manage-
. ment. Perceptions of: 
Teachers Principals 
n = 198 n = 812 
90 26 
84 18 
86 26 
85 23 
96 63 
94 50 
98 58 
89 26 
83 17 
88 27 
The pattern of the responses is the same for each of the planning 
aspects with the exception of the first one (which is not divided 
into the seven areas). 
A majority of chairmen of governing bodies and ·teachers are of 
the opinion that they should have a say ~n all seven areas of 
each of the planning aspects mentioned. 
2l3 
In the researcher's opinion. principals would do well to 
capitalize on this desire on the part of chairmen of the 
governing body and teachers to be included, wherever possible, 
in aspects of the planning process. In the first place, 
involving more role-players in the planning process would mean 
that more points of view and more perspectives would be con-
sidered in the planning process, thus increasing the chances of 
producing a first class plan. Secondly, the legitimacy of the 
plan would also be improved by involving more role-players in the 
process. Further, drawing representatives from as many groups 
of role-players as possible into the planning process, would help 
to ensure that role-players saw the process as "theirs" and not 
merely as the principal' s. This increase in the sense of 
ownership through involvement would almost certainly improve the 
chances of success of the planning process. 
Excluding teachers and governing body members from the planning 
process could have a negative effect through having the opposite 
effect to that discussed in the paragraph above and also by 
causing either resentment or indifference in both teachers and 
governing body members at being excluded from the process. 
Principals, according to the responses, did not wish the 
governing body to be involved in the professional areas of 
planning (staff affairs, pupil affairs, curriculum matters and 
teaching matters) especially curriculum and teaching matters. 
If schools are to adopt a system of self-management, principals 
would need to change the attitude revealed by their responses and 
encourage participation in planning by all role-players in school 
management. Principals would need to consider very carefully how 
they could draw members of the governing body as well as teachers 
into the planning process in the professional areas of school 
management without compromising the professional integrity of 
teachers. 
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A majority of principals were against staff involvement in the -
non~professional areas (physical facilities, 
and relations with other role-players) of 
financial ~f fairs 
planning. It is 
difficult to explain why principals, while they were in favour 
of staff involvement in three of the professional areas, were 
against their involvement in an area which affects them closely, 
namely staff affairs. What was said above about-the advantages 
of participation and the disadvantages of exclusion are equally 
applicable in this case. 
4.3.4.2 The organizing functions of school management 
TABLE 4.24 
·. 
The perceptions of various role-players as to 
whether they should be involved in the organizing 
functions of school management or not (Question 
3 from the questionnaires to chairmen of gover-
ning bodies and teachers together with results 
from Table 4.7 (a)-(c)) 
The results in Table 4.24 are expressed' as the percentage of the 
total number of respondents in each category. 
ORGANIZING FUNCTION 
(a) -... Staff affairs 
(b) Pupil affairs 
The governing body should be 
involved in the organizing 
functions of school manage-
ment. Perceptions of: 
Chairmen of 
governing 
bodies 
n = 31 
71 
. 68 
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Principals 
n = 812 
. 19 
19 
Teachers (excluding deputy 
principals) should be 
involved in the organizing 
functions of school manage-
ment. Perceptions of: 
Teachers Principals 
n = 201 n = 812 
92 29 
97 65 
ORGANIZING FUNCtiON 
(c) 
(d) 
(e) 
(f) 
(g) 
(a) 
(b) 
(c) 
(d) 
(e) 
(f) 
(g) 
Curriculum matters 
Teaching matters 
Physical facilities 
Financial affairs 
Relations with other 
role-players 
Staff affairs 
Pupil affairs 
Curriculum matters 
Teaching matters 
Physical facilities 
Financial affairs 
Relations with·other 
role-;players 
.......................................................... · ........ . 
-
(a) Staff affairs 
The governing body should be 
involved in the organizing 
functions of. school manage-
ment. Perceptions of: 
Chairmen of 
governin_g 
·bodies 
n = 31 
61 
55 
97 
97 
93 
58 
58 
58 
52 
90 
90 
90 
32 
216 
Principals 
n = 812 
8 
5 
89 
93 
74 
8 
10 
5 
4 
78 
86 
67 
13 
Teachers (excluding deputy 
principals) should be 
involved iri the organizing 
functions of school manage-
ment. Perceptions of: 
Teachers Principals 
·n = 201 n = 812 
93 48 
96 58 
87 27 
79 18 
87 29 
91 15 
95 51 
90 31 
94 37 
80 19 
76 15 
85 21 
89 18 
I' 
The governing body should be Teachers (excluding deputy 
ORGANIZING FUNCTION involved in the organizing principals) should be 
functions of school. manage- inv9lved in the organizing 
ment. Percept~ons of: functi,ons of school manage-
' ment • Perceptions of: 
.. 
Chairmen of Principals Teachers Principals 
governing 
bodies 
n' = 31 
n = 812 n = 201 n = 812 
(b) Pupil affairs 48 14 95 52 
(c) Curriculum matters 45 5 ' 88 34 
(d) Teaching matters 35 4 93 42 
. 
Ce> Physical facilities 84 78 82 21 
(f) Financial affairs 81 84 75 12 
(g) Relations with other 84 69 83 21 
role-players 
According to the results in Table 4.24, as far as professional 
areas ( st.aff affairs, pupil affairs, curriculum matters and 
teaching matters) are concerned, the majority of chairmen of 
governing bodies were in favour of governing bodies being 
involved in "c.reating organization structures" ( 55-71 % ) and in. 
"delegating duties and functions" (52-58%). Regarding these two 
aspects of organizing, the chairman are most in favour of 
involvement in staff affairs and least in favour of involvement 
in teaching matters. Principals, too, were most agaihst 
governing body involvement in the area·of teaching· matters. 
Chairmen of governing bodies were, however, not· in favour of 
governing bodies being involved in "coordinating the duties ~nd 
functions of people" (32-48%). 
Chairmen of governing bodies were strongly in favour of governing 
bodies being involved in the non-professional areas of organizing 
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(physical facilities, financial matters and relations with other 
role-players). 
The overwhelming majority of principals (varying from 81% to 96%) 
are against the involvement of governing bodies in the profes-
sional areas of this management function, but support their 
involvement in the non-professional areas (varying from 67% to 
93%). 
By far the greater majority of teachers (79% to 95%) feel that 
they should be involved in all the aspects and areas of or-
ganizing. 
The majority of principals, on the other hand, wish to restrict 
teacher involvement in this function of management to the area 
of pupil affairs ( 51 % to 65%) and to creating organization 
structures in the area of teaching matters (58%). 
The remarks made a propos the advantages of participation and the 
disadvantages of exclusion in discussing the planning function, 
are valid for the organizing function as well. 
4.3.4.3 The guidance functions of school management 
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TABLE 4.25 The perceptions of various role-players as to 
-whether they should be involved in the guidance 
and leadership functions of school management or 
not (Question 4 from the questionnaires to chair-
men of governing bodies and teachers together 
with results from Table 4.8 (a)-(d)). 
The results in Table 4.25 are expressed as the percentage of the 
total number of respondents in each category. 
GUIDANCE (leadership) 
(a) 
(b) 
(c) 
(d) 
(e) 
(f) 
(g) 
Staff affairs 
Pupil affairs 
Curriculum matters 
Teaching matters 
~anagement of 
physical facil-
ities 
Financial affairs 
Relations with 
other role-players 
The governing body should be 
involved in the guidance and 
leadership functions of 
school management. Percep-
tions of: 
Chairmen of Principals 
governing 
bodies 
n = 31 
n = 812 
77 43 
64 11 
61 10 
52 5 
51 4 
93 . 74 
97 83 
81' 65 
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Teachers (excluding deputy 
principals) should be 
involved in the guidance and 
leadership functions of 
school management. Percep-
tions of: 
Teachers Principals 
n = 201 n =812 
83 25 
93 11 
98 51 
93 29 
96 36 
80 18 
77 11 
86 21 
GUIDANCE (leadership) 
(a) 
(b) 
(c) 
(d) . 
(e) 
(f) 
(g) 
(a) 
(b) 
(c) 
(d) 
(e) 
Staff affairs 
Pupil affairs 
Curriculum matters 
Teaching matt~rs 
Physical facil-
ities 
_Financial affairs 
Relations with 
·other role-players 
Staff affairs 
Pupil affairs 
Curriculum matters 
Teachi"ng matters 
Physical facil-
ities 
The governing body should be 
involved in the guidance and 
leadership functions of 
school management. Percep-
tions of: 
Chairmen of 
governing 
bodies 
n =· 31 
68 
68 
58 
52 
87 
93 
84 
84 
77 
64 ' 
97 
Principals 
n = 812 
20 
14 
5 
6 
76 
82 
65 
30 
21 
9 
7 
79 
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Teachers (excluding deputy 
principals) should be 
involved in the guidance and 
leadership functions of 
school management. Percep-
tions of: 
Teachers ·principals 
n = 201 n =812 
95 16 
98 54 
92 28 
98 36 
.87 18 
80 14 
87 23 
97 29 
98 59 
94 39 
98 48 
89 23 
The governing body should be Teachers (excluding deputy 
GUIDANCE (leadership) involved in the guidance and principals) should be 
leadership functions of · involved in the guidance and 
school management. Percep- leadership functions of 
tions of: school management. Percep-
tions of: 
Chairmen. of Principals Teachers Principals 
governing 
bodies 
n = 31 
n = 812 n = 201 n =812 
(f) Financial affairs 97 83 78 18 
(g) Relations with 90 68 90 28 
other role-players 
What was said regarding the advantages of involvement , and hence 
participation, and the disadvantages of exclusion in discussing 
the results pertaining to the planning function of school manage-
meh t is equally applicable· to the guidance and leadership 
function. '· 
The majority of chairmen of governing bodies were in favour of 
governing bodies being involved in all aspects and all areas of 
guidance and leadership (varying from 51% to 97%, depending on 
the management aspect). There was, however, less support for 
such ,involvement in the professional areas of guidance · and 
leadership (staff affairs; pupil affairs, curriculum matters and 
teaching matters) (51% to 84%) than in the non~professional areas 
(physical facilities, financial matters and relations with other 
role-players) (81% to 97%). 
The overwhelming majority of p~incipals (70% to 96%) were against 
the involve~ent of governing bodies in the professional areas of 
this management function, but supported their involvement in the 
non-professional areas ((65% to 83%). 
By far the greater majority of teachers (varying from 77% to 
98%, depending on the management aspect) felt that they should 
be involved in all the aspects and areas of guidanc~ and 
leadership. 
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I 
The majority of prirycipals, on the other hand, wished to restrict 
teacher involvement in this function of management to the area 
,I 
of pupil affairs (51% to 59%). 
4.3.4.4 The control functions of school management 
TABLE 4.26 The perceptions of various role-players as to 
whether they should be involved in the control 
functions of school management or not (Question 
5 from the questionnaires to chairmen of govern-
ing bodies and teachers; results from Table 4.9 
(a)-(d)) 
The results in Table 4.26 are expressed as the percentage of the 
total number of respondents in each category. 
CONTROL FUNCTION 
(a) Staff affairs 
(b) Pupil affairs 
(c) Curriculum matters 
(d) Teaching matters 
(e) Physical facilities 
(f) . Financial affairs 
(g) Relations with other 
role-players 
The governing body should be 
involved in the control func-
tions of school management. 
Perceptions of: 
Chairmen of 
governing 
bodies 
n = 31 
42 
39 
42 
48 
93 
97 
93 
Principals 
n = 812 
7 
7 
5 
3 
78 
85 
64 
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Teachers (excluding deputy . 
principals) should be 
involved in the control func-
tions of school management. 
Perceptions of: 
Teachers Principals 
n = 201 n = 812 
87 12 
97 58 
g3 27 
95 33 
82 19 
74 11 
87 21 
CONTROL FUNCTION 
(a) 
(o) 
(c) 
(d) 
(e) 
(f) 
(g) 
(a) 
(b) 
(c) 
( d) 
(e) 
(f) 
Staff affairs 
Pupil affairs 
Curriculum matters 
Teaching matters 
Physical facilities 
Financial affairs 
Relations with other 
role-players 
Staff affairs 
Pupil affairs 
Curriculum matters 
Teaching matters 
Physical facilities 
Financial affairs 
The governing body should be 
involved in the control func-
tions of school management·. 
Perceptions of: 
Chairmen of 
governing 
bodies 
n = 31 
64 
55 
55 
55 
90 
97 
97 
58 
45 
48 
42 
90 
90 
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PrinSipals 
n 812 
12 
14 
7 
6 
81 
87 
66 . 
7 
11 
5 
4 
80 
86 
Teachers (excluding deputy 
principals) should be 
involved in the control func-
tions of school management. 
Perceptions of: 
Teachers Principals 
n 201 n = 812 
82 11 
94 57 
90 29 
94 34 
80 20 
71 9 
84 21 
81 10 
94 58 
88 27 
92 30 
79 18 
69 10 
CONTROL FUNCTION 
(g) Relations with other 
role-players 
-
(a) 
(b) 
(c) 
(d) 
(e) 
(f) 
(g) 
Staff affairs 
Pupil affairs 
Curriculum matters 
Teaching matters 
Physical facilities 
Financial"affairs 
Relations with other 
role-players 
The governing body should be 
involved in the control func-
tions of school management. 
Perceptions of: 
Chairmen of Principals 
governing 
bodies 
n = 31 n =-812 
77 65 
81 24 
61 16 
58 7 
58 5 
97 81 
97 87 
97· 66 
·Teachers {excluding deputy 
principals) should be 
involved in the control func-
tions of school management. 
Perceptions of: 
Teachers Pr.incipals 
n = 201 n = 812 
83 18 
80 13 
94 51 
89 28 
94 33 
80 19 
68 12 
81 21 
The pattern of the respons~s by the chairmen of governing bodies, 
as evidenced in the above table, differs . somewhat from their 
previous responses. 
A _small majority of chairmen (52% to 61%) were of the opiniori 
that it was not the duty of th~ governing bodies to ensure that 
instructions issued to people involved in the professional areas 
were carried out. 
As far as the remaining three aspects of the control function are 
concerned, the majority of chairmen (55% to 97%) were in favour 
of governing bodies . being involved in most areas of these 
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aspects. There was, however, less support for such involvement 
in the professional areas of control (staff affairs, pupil 
affairs, curriculum matters and teaching matters) (42% to 64%) 
than in the non-professional areas (physical facilities, 
financial matters and relations with other role-players) (77% to 
97%). 
The overwhelming majority of principals were against the invol-
vement of governing bodies in the professional areas (76% to 95%) 
of this management function, but supported their involvement in 
the non-professional areas (64% to 87%). 
By far the greater majority of teachers (68% to 97%) felt that 
they should be involved in all the aspects and areas of control. 
The majority of principals, on the other hand, wished to restrict 
teacher involvement in this function of management to the area 
of pupil affairs (51% to 58%). 
Chairmen of governing bodies were also asked to indicate the 
extent to which members of the governing body were involved in 
school management. Teachers were asked the same question 
regarding the involvement of teachers. The responses of both 
chairmen of governing bodies and teachers are given in Table 4.27 
(a)-(d) below. 
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TABLE 4.27 Involvement of members of the governing body and 
teachers in the various functions of school 
management 
(a) Planning function 
Scale used in Table 4.7 (a) 
0: Not involved at all 
1: Involved together with others (e.g. parents, etc.) 
2: Involved together with other members of the governing 
body/teachers only 
(a) Planning function 
EXTENT OF INVOLVEMENT OF MEMBERS OF THE GOVERNING BODY AND TEACHERS IN 
SCHOOL MANAGEMENT 
(Given as percentages of responses) 
MEMBERS OF THE GOVER- TEACHERS 
NING BODY n=198 
n=30 
0 1 2 0 1 2 
Planning function: Formulating the overall aims 
of the school 
7 71 23 17 64 19 
Planning function: Formulating the objectives 
of the school in the following areas of manage-
ment 
Staff affairs 23 39 38 8 48 44 
Pupil affairs 35 58 7 4 60 36 
Curriculum matters 58 32 10 1 4 30 56 
Teaching matters 45 39 16 3 35 62 
Physical facilities 6 55 39 16 67 17 
Financial affairs 7 45 48 24 65 11 
Relations with 1 0 58 32 17 64 19 
other role-players 
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EXTENT OF INVOLVEMENT OF MEMBERS OF THE GOVERNING BODY AND TEACHERS IN 
SCHOOL MANAGEMENT 
(Given as percentages of responses) 
MEMBERS OF THE GOVER- TEACHERS 
NING BODY n=198 
n=30 
0 1 2 0 1 2 
Planning function: Formulating policy for the 
following areas of school management 
Staff affairs 29 36 35 11 41 47 
Pupil affairs 29 58 1 3 5 54 41 
Curriculum matters 52 35 1 3 16 30 54 
Teaching matters 52 29 19 7 34 59 
Physical facilities 3 48 48 19 61 20 
Financial affairs 3 42 55 29 62 9 
Relations with 6 52 42 19 63 18 
other role-players 
Planning function: Taking decisions which af-
feet the following areas of school management 
Staff affairs 16 42 42 11 43 46 
Pupil affairs 26 61 1 3 3 55 42 
Curriculum matters 45 39 16 1 4 32 54 
Teaching matters 51 39 10 3 32 65 
Physical facilities 10 45 45 16 65 19 
Financial affairs 1 0 32 58 24 65 11 
Relations with 16 55 29 16 63 21 
other role-players 
Planning function: Problem-solving in the fol-
lowing areas of school management 
Staff affairs 19 39 42 1 4 40 46 
Pupil affairs 29 55 1 6 3 52 45 
Curriculum matters 39 45 1 6 11 33 56 
Teaching matters 45 39 1 6 3 34 63 
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EXTENT OF INVOLVEMENT OF MEMBERS OF THE GOVERNING BODY AND TEACHERS IN 
SCHOOL MANAGEMENT 
(Given as percentages of responses) 
MEMBERS OF THE GOVER- TEACHERS 
NING BODY n=198 
n=30 
0 1 2 0 1 2 
Physical facilities 10 48 42 17 64 19 
Financial affairs 3 45 52 24 65 11 
Relations with 6 65 29 16 61 23 
other role-players 
According to the chairmen, the overwhelming majority of governing 
bodies (94%) were involved in formulating the overall aims of the 
school. The majority of governing bodies were also involved in 
formulating the objectives of the school in all but the area of 
curriculum matters, but even in this area 42% were involved. As 
far as the formulation of policy was concerned the chairmen were 
of the opinion that governing bodies were involved in all the 
areas with the exception of curriculum and teaching matters, but 
even in these areas 48% of governing bodies were involved. This 
pattern of involvement was continued regarding the taking of 
decisions which affect the various areas of school management: 
a majority of governing bodies were involved in most of the areas 
with the exception of teaching matters, where again 48% were 
involved. Governing bodies were involved in problem-solving in 
all the areas of school management. The percentage varied from 
55% for teaching matters to 97% for financial affairs. 
A large majority of teachers ( 83%) responded that they were 
involved in formulating the overall aims of the school. They 
also responded that they were involved in the seven areas of 
school management mentioned for all the other aspects of planning 
mentioned. 
In general the chairmen of the governing bodies and teachers who 
responded were of the opinion that governing bodies and teachers 
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were involved to a very large extent in the planning function of 
school management. 
(b) Organizing function 
Scale used in Table 4.7 (b) 
0: Not involved at all 
1: Involved together with others (e.g. parents, etc.) 
2: Involved together with other members of the governing 
body/teachers only 
EXTENT OF INVOLVEMENT OF MEMBERS OF THE GOVERNING BODY AND TEACHERS 
IN SCHOOL MANAGEMENT 
(Given as percentages of responses) 
MEMBERS OF THE GOVER- TEACHERS 
NING BODY n=198 
n=30 
0 1 2 0 1 2 
Organizing function: Creating organization 
structures for the following areas of school 
management 
Staff affairs 39 32 29 1 3 43 44 
Pupil affairs 42 39 19 7 49 44 
Curriculum matters 55 32 1 3 1 6 30 54 
Teaching matters 64 23 1 3 4 35 61 
Physical facilities 1 3 61 26 20 65 1 5 
Financial affairs 3 42 53 24 65 11 
Relations with 1 0 61 29 19 65 16 
other role- players 
Organizing function: Delegating duties and 
functions to persons involved in the following 
areas of school management 
Staff affairs 55 29 16 1 0 32 58 
Pupil affairs 52 32 16 8 44 48 
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EXTENT OF INVOLVEMENT OF MEMBERS OF THE GOVERNING BODY AND TEACHERS 
IN SCHOOL MANAGEMENT 
(Given as percentages of responses) 
MEMBERS OF THE GOVER- TEACHERS 
NING BODY n=198 
n=30 
0 1 2 0 1 2 
Curriculum matters 52 32 1 6 16 28 56 
Teaching matters 64 23 1 3 7 30 63 
Physical facilities 19 61 20 23 62 15 
Financial affairs 16 42 42 28 59 13 
Relations with 19 58 23 1 6 63 21 
other role-players 
Organizing function: Coordinating the duties 
and functions of people involved in the fol-
lowing areas of school management 
Staff affairs 65 12 23 1 6 35 49 
Pupil affairs 48 33 19 9 40 51 
Curriculum matters 91 9 0 1 9 27 54 
Teaching matters 71 19 10 7 30 63 
Physical facilities 1 3 58 29 23 61 16 
Financial affairs 1 3 35 52 31 56 1 3 
Relations with 16 58 26 18 63 19 
other role-players 
A majority of governing bodies were seen as being involved in the 
creation of organization structures for most of the areas of 
school management, the only exception being the area of cur-
riculum matters. As far as the delegation of duties and 
functions was concerned, the chairmen were of the opinion that 
governing bodies were only involved in the areas of physical 
facilities ( 81 % ) , financial affairs ( 84%) and relations with 
other role-players (81%). They were, in other words, excluded 
from delegating duties and functions in the so-called profes-
sional areas of staff, pupil, curriculum and teaching matters. 
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This pattern was repeated regarding the coordination of duties 
and functions, except that governing bodies were regarded as 
being involved in pupil affairs (52%) as well as in the areas of 
physical facilities (87%), financial affairs (87%) and relations 
with other role-players (84%). 
A majority of the teachers that responded perceive teachers as 
being involved in all seven areas of the three the aspects or 
organizing mentioned. 
(c) Function of guidance and leadership 
Scale used in Table 4.7 (c) 
0: Not involved at all 
1: Involved together with others (e.g. parents, etc.) 
2: Involved together with other members of the governing 
body/teachers only 
EXTENT OF INVOLVEMENT OF MEMBERS OF THE GOVERNING BODY AND TEACHERS IN 
SCHOOL MANAGEMENT 
(Given as percentages of responses) 
MEMBERS OF THE GOVER- TEACHERS 
NING BODY n=198 
n=30 
0 1 2 0 1 2 
Function of guidance and leadership: Building 
relations between the various role-players in-
valved in the school 
Staff affairs 29 48 23 21 57 22 
Function of guidance and leadership: Providing 
leadership within the following areas of school 
management 
Staff affairs 39 35 26 12 35 53 
Pupil affairs 42 52 6 5 45 50 
Curriculum matters 55 29 16 16 26 58 
Teaching matters 55 32 1 3 4 30 66 
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EXTENT OF INVOLVEMENT OF MEMBERS OF THE GOVERNING BODY AND TEACHERS IN 
SCHOOL MANAGEMENT 
(Given as percentages of responses) 
MEMBERS OF THE GOVER- TEACHERS 
NING BODY n=198 
n=30 
0 1 2 0 1 2 
Physical facilities 10 68 22 30 57 13 
Financial affairs 6 52 42 33 54 1 3 
Relations with 19 52 29 1 7 65 18 
other role-players 
Function of guidance and leadership: Motivation 
of persons involved in the following areas of 
school management 
Staff affairs 32 45 23 12 38 50 
Pupil affairs 32 55 1 3 5 45 50 
Curriculum matters 48 32 20 1 7 30 53 
Teaching matters 58 32 20 5 31 64 
Physical facilities 1 6 52 32 25 59 16 
Financial affairs 1 0 39 51 31 54 1 5 
Relations with 19 61 20 18 61 21 
other role-players 
Function of guidance and leadership: Building 
communications between all the role-players 
involved in the following areas of school man-
agement 
Staff affairs 19 58 23 9 51 40 
Pupil affairs 26 61 13 5 56 39 
Curriculum matters 45 48 7 1 4 36 50 
Teaching matters 35 58 7 5 40 55 
Physical facilities 6 74 20 21 61 18 
Financial affairs 6 52 94 31 57 12 
Relations with 1 3 61 26 1 5 63 22 
other role-players 
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The majority (71%) of chairmen who responded regarded governing 
bodies as participating in building relations between the various 
role-payers involved in the school. Governing bodies were also 
seen as providing leadership in most of the areas of school 
management, with the exception of curriculum (45% involved) and 
teaching matters (36% involved). With the exception of the area 
of teaching matters (42% involved), they were also regarded as 
participating in the motivation of persons involved the other 
management areas of the school. The majority chairmen of 
governing bodies who responded were of the opinion that governing 
bodies participated in building communications between all the 
role-players involved in all the areas of management in the 
school. 
Again the teachers that responded were of the opinion that 
teachers were involved in all aspects of guidance and leadership 
in the seven areas of school management mentioned. 
(d) Function of control 
Scale used in Table 4.7 (d) 
0: Not involved at all 
1: Involved together with others (e.g. parents, etc.) 
2: Involved together with other members of the governing 
body/teachers only 
EXTENT OF INVOLVEMENT OF MEMBERS OF THE GOVERNING BODY AND TEACHERS IN 
SCHOOL MANAGEMENT 
(Given as percentages of responses) 
MEMBERS OF THE GOVER- TEACHERS 
NING BODY n=198 
n=30 
0 I 1 I 2 0 I 1 I 2 
Function of control: Ensuring that instructions 
issued to people involved in the following areas 
of school management are carried out 
Staff affairs 58 I 19 I 23 15 I 26 I 59 
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EXTENT OF INVOLVEMENT OF MEMBERS OF THE GOVERNING BODY AND TEACHERS IN 
SCHOOL MANAGEMENT 
(Given as percentages of responses) 
MEMBERS OF THE GOVER- TEACHERS 
NING BODY n=198 
n=30 
0 1 2 0 1 2 
Pupil affairs 57 43 0 6 33 61 
Curriculum matters 71 19 10 1 4 25 61 
Teaching matters 61 26 13 7 26 67 
Physical facilities 1 0 61 29 23 53 24 
Financial affairs 6 39 55 30 51 18 
Relations with 1 0 58 32 15 61 24 
other role- players 
Function of control: Observing and measuring the 
activities of persons involved in the following 
areas of school management 
Staff affairs 55 29 16 21 25 54 
Pupil affairs 58 29 1 3 8 35 57 
Curriculum matters 51 36 1 3 19 25 56 
Teaching matters 58 32 10 8 29 63 
Physical facilities 1 0 64 26 25 53 22 
Financial affairs 7 48 45 35 49 15 
Relations with 1 6 61 23 19 54 27 
other role-players 
Function of control: Evaluating the activities 
of persons involved in the following areas of 
school management 
Staff affairs 51 26 23 24 24 52 
Pupil affairs 61 29 1 0 1 0 31 59 
Curriculum matters 64 26 1 0 19 21 60 
Teaching matters 71 19 1 0 1 0 24 66 
Physical facilities 1 3 55 32 30 50 20 
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EXTENT OF INVOLVEMENT OF MEMBERS OF THE GOVERNING BODY AND TEACHERS IN 
SCHOOL MANAGEMENT 
(Given as percentages of responses) 
MEMBERS OF THE GOVER- TEACHERS 
NING BODY n=198 
n=30 
0 1 2 0 1 2 
Financial affairs 1 3 32 55 41 45 1 4 
Relations with 26 42 32 21 49 30 
other role-players 
Function of control: Initiating corrective 
actions to be taken by the persons involved in 
the following areas of school management 
Staff affairs 29 29 42 27 23 50 
Pupil affairs 45 32 23 1 1 32 57 
Curriculum matters 55 35 1 0 21 22 57 
Teaching matters 52 29 19 1 0 26 64 
Physical facilities 1 3 48 39 25 55 20 
Financial affairs 1 0 32 58 38 49 1 3 
Relations with 1 0 51 39 24 52 24 
other role-players 
The chairmen of governing bodies who responded perceived 
governing bodies to be involved in ensuring that instruction were 
carried out and in observing and measuring the activities of 
persons involved in only three areas of school management, namely 
physical facilities, financial affairs, and relations with other 
role-players. This perception was repeated for evaluating the 
activities of people involved in the various areas of school 
management, with the addition of the area of pupil affairs to the 
areas in which governing bodies were involved. When it cam to 
initiating corrective actions, governing bodies were excluded 
from only two areas of school management, namely curriculum and 
teaching matters. 
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Teachers who responded are once again of the opinion that 
teachers are involved in control in all seven the areas of 
management mentioned. 
If the responses to all the questions relating to management 
functions are considered as a whole (Tables 4.23 to 4.227 (d)), 
the following may be said: 
• The chairmen of governing bodies were of the opinion that 
governing bodies should be involved in both the profes-
sional and non-professional areas of school management. In 
general, governing bodies were involved in all areas of 
school management, with the exception of curriculum and 
teaching matters. In the non-professional areas and the 
professional area of staff affairs, the governing body, 
generally speaking, acted on its own. The apparent contra-
diction between this perception and the perception of 
teachers that they are involved in all areas of school 
management, could be due to differences in level of invol-
vement (see following paragraph). 
• Teachers are also of the opinion that they should be 
involved in all areas of school management. Their respon-
ses also show that they are involved in all areas of school 
management. It is not possible from the responses to 
ascertain whether this involvement is at classroom level, 
at school departmental level (i.e. English department, 
Humanities department etc.), at overall school level or any 
combination of these. 
• Principals do not wish teachers to be involved in the 
management of the school, with the exception of the areas 
of pupil affairs and teaching matters. rt is particularly 
noticeable that principals wish to exclude teachers from 
participation in the management of staff affairs, which 
affects them most. This contradicts the view expressed by 
a majority of principals that all major decisions at the 
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school should be made by ·the principal or govern~ng body ' 
together with others (see Table 4.20, options 5 and 6) . 
.... 
Principals do not wish governing bodies to participate in 
I 
the professional areas of school management, but do wish 
them t6 be involved i~ the non-pr6fessional areas. 
The general impression created by these responses is tha_t at the 
overall school level, the management style practised at many 
schools is more likely to be oligarchical or even autocratic than 
parti9ipative. The responses to the questions on management 
style (see Table 4.20, options 5 and 6) tend to contradict this 
view. 
4.3.4.5 Agreement, or otherwise, with given stateme~ts 
I' 
TABLE 4.28 Agreement, or otherwise, with given statements 
(Question 6 of the questionnaires to chairmen of 
governing bodii'es and teachers and Table'°" 4 . 11 ). 
The :respondents were asked to rate each statement according to 
the follo~ing scale: 
1 = Agree totally 
2 =.Disagree total1y 
The responses in Table 4.28 are expressed as a percentage qf the 
total responses to each. statement. 
( 
Statement 1 
The principal is,-the chief executive officer of the school, that is, it is his resp0nsibility (a) 
to see that the decisions made by the governing body are carried out, and (b) to report on' progress 
to the governing body. ,-
I 
Respondents Response expressed as a percentage of n 
'· 1 2 3 4 5 6 
, 
Pr.incipals n = 812 87 8 3 1 0 1 
Chairmen of governing 74 10 3 . 0 1 0 
bodies n = 31 , 
237 
Teachers n = 201 56 25 5 2 5 3 
Statement·2 
The staff, including the principal,, are the employees of the governing body. 
Respondents Responses expressed as a percentage of n 
1 2 3 4 5 6 
-
Principals n = 812 6 4 9 6 18 57 
-Chairmen of governing 13 10 25 6 13 26 
bodies n = 31 
Teachers n = 201 5 6 8 5 21 52 
Statement 3 
The principal has ·a dual r.esponsj bil ity: to the governing body and to the TED. 
Respondents Responses expressed as a percentage of n 
1 2 3 4 5 6 
Principals n = 812 58 17 12 5 3 6 
Chairmen of governing 45 16 13 6 3 6 
bodies n = 31 
Teachers n = 201 27 20 18 11 ·12 9 
Statement 4 
The functions and duties for .which the principal is responsible to the governing body and to the 
TED respectively have been clearly stipulated. 
Respondents Responses expressed as a percentage of n 
1 2 3 4 5 6 
Principals n = 812 27 19 17 11 13 14 
Chainnen of governing 35 13 16 13 13 3 
bodies n = 31 
Teachers n =· 201 21 19 16 14 17 10 
Statement 5 
The governing body is the "board of directors" of the school, i.e. its function is to formulate the 
aims and policy of the school and to take decisions regarding their execution. Members of the 
governing body are not responsible for carrying out these decisions: 
Respondents Responses expressed as a .percent~ge of n 
1 2 3 4 5 6 
Principals n = This statement was not put to principals 
Chainnen of governing 19 16 32 16 10 0 
bodies n = 31 
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Teachers n = 201 14 15 13 15 21 19 
Statement 6 
All the role-players in the school (i.e. parents, staff, pupils) should be involved in the 
management of the school. 
Respondents Responses expressed as a percentage of n 
1 2 3 4 5 6 
Principal n = This'statement was not put to principals 
Chairmen of governing 29 19 19 6 16 3 
bodies n = 3·1 
Teachers n = 201 30 24. 12 11 JO 12 
Statement 7 
The management of this school is well-geared to take the school successfully into a new, non-
discriminatory education system. 
Respondents Responses expressed as a percentage of n 
1 2 3 4 5 6 
Principals n = 49 63 • 35 - - - -
(Principals were only asked 
to reply "Yes" or "No" to 
this question.) 
Chairmen of governing 61 6 13 0 6 3 
bodies n = 31 
Teachers n = 201 33 27 14 8 10 6 
In general the responses to the statements in Table 4.28 reveal 
agreement between the perceptions of principals, chairmen of 
governing bodies and teachers concerning the statements. 
4.3.4.6. Management styles 
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TABLE 4.29 The opinions of principals (second questionnaire 
to principals), chairmen of governing bodies and 
teachers concerning management sty'ies. 
The responses are expressed as a percentage of the respondents. 
Oetion 1 
All the major decisions in the sc;hool are made by the principal on his own 
Style practised at school Style SHOULD be practised 
at school 
Principals n = 49 0 0 
Chairmen of governing bodies n = 31 0 0 
Teachers n = 201 4 3 
' 
Oetion 2 
All major decisions in-the school are made by the governing body (whic~ includes the p~incipal) on 
its own. 
Style practised at school Style SHOULD be practis~d 
at school 
Principal n = 49 12 6 
Chairmen of governing bodies n = 31 26 13 
Teachers n = 201 23. 3 
Oetion 3 
All major decisions are made by the principal after consulting others. 
Style practised at school Style SHOULD be practised 
at school 
Principals n = 49 18 12 I 
Chai_rmen of governing bodies n = 31 .. 0 0 
Teachers n = 201 10 5 
Oetion 4 
All major decisions are made by the governing body after consulting others. 
Style practised at school Style SHOULD be practised 
at school 
Principals n = 49 10 6 
Chairmen of-governing bodies n = 31 39 39 
Teachers n = 201 4 4 
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012tion 5 
All major decisions are made by the principal together with others. 
Style practised at school Style SHOULD be practised 
at school 
Principals n = 49 49 39 
Chairmen of governing bodies n = 31 6 3 
Teachers n = 201 38 45 
012tion 6 
All major decisions are made by the governing body together with others. 
Style practised at school Style SHOULD be practised 
at school 
Principals n = 49 6 20 
Chairmen of governing bodies n = 31 16 23 
Teachers n = 201 7 18 
012tion 7 
None of the above 
Style practised at school Style SHOULD be practised 
at school 
Principals n = 49 4 4 
Chairmen of governing bodies n = 31 3 6 
Teachers n = 201 2 5 
There is a difference in response between chairmen of governing 
bodies, on the one hand, and principals and teachers, on the 
other, regarding management style practised and the style that 
should be practised at their schools: 
• The largest group of chairmen (but not a majority) are of 
the opinion that the governing body makes (39%) and should 
make (39%) all major decisions after consulting others 
(option 4) I while the largest groups of principals and 
teachers (again not majorities) maintain that such deci-
sions are made (49% of principals; 38% of teachers) and 
should be made (39% of principals; 45% of teachers) by the 
principal together with others (option 5). 
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• The largest single group from each category of respondent, 
therefore, perceives the management style practised at 
their school to be the one that they would like. 
• However, a minority of principals (12%), chairmen of 
governing bodies (26%) and teachers (23%) perceive that all 
major decisions in the school are made by the governing 
body on its own (option 2), while another minority group 
from each category of respondent (20% of principals; 23% of 
chairmen; 18% of teachers) would like all major decisions 
to be made by the governing body together with others 
(option 6). 
It should be remembered that the three groups of respondents do 
not necessarily come from the same schools, as three separate 
samples were chosen. The sample of principals and teachers is, 
however, large enough to be regarded as representative of all 
Model C schools. 
4.3.4.7 Management problems experienced by principals, chair-
men of governing bodies and teachers 
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TABLE 4.30 Comparison of categories of problems experienced 
by various role-players in school management. 
The categories were arrived at by totalling all the problems 
mentioned by the respondents involving the governing body, 
finance staff and so on. 
Category of problem Responses by the various groups of 
respondents 
(responses expressed as a percentage 
of the respondents in each group, 
rounded off to the nearest whole 
number) 
Principals Chairmen Teachers 
of govern-
ing bodies 
Problems involving 20 1 4 34 
the governing body 
Problems involving 1 3 1 3 4 
finance 
Problems involving 1 5 8 1 0 
staff 
Problems involving 1 5 1 3 5 
the principal 
Problems involving 6 6 5 
parents 
Other management 7 6 37 
problems 
Problems related to 0 6 0 
the multicultural 
nature of the school 
Uncertainty regard- 0 4 0 
ing the future of 
state-aided schools 
Most of the problems experienced fall in the categories involving 
the most important role-players in school management, namely the 
governing body, the staff and the principal. This emphasises the 
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importance of the principal's role as facilitator. To be able 
to fulfil this role properly principals need to be trained in, 
among other things, communication, conflict resolution and 
negotiation. 
4.3.4.8 Consulting Std 10 pupils 
For the purposes of this thesis, it was assumed that at schools 
to which questionnaires were sent for completion by Std 10 
pupils, the prefect body or the students' representative council 
( SRC) acted as the mouthpiece for the pupils. Pupils were, 
therefore, asked to indicate if attention was paid to the 
opinions/recommendations of these bodies by the principal and 
staff of the school. 
TABLE 4.31 Attention paid to SRC's 
Total: N = 370 
(E: n = 1 21 ; A: n = 249) 
Number g,. 0 
Attention IS paid to recommen- E 44 36 
dations/decisions of the students' 
representative council A 200 80 
.... 
• : Tot.> 244 66 . 
.. 
... ··•· 
. 
Attention IS NOT paid to recommen- E 13 1 1 
dations/decisions of the students' 
representative council A 42 17 
. : > 
15 ••••••··•••• 
Tot./ 55 .. 
1 • .. 
. ·. . . 
No response E 64 53 
A 7 3 
Tot. 71 19 
Total 370 100 
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The high percentage of non-responses from pupils at English-
medium schools is most probably due to most English-medium 
schools ( 51 % ) do not have SRC' s. 
responses given in Table 4.32 below. 
This is borne out by the 
TABLE 4.32 Attention paid to school prefects 
Total: N = 370 
( E: n = 1 21 ; A: n = 249) 
Num- % 
ber 
Attention IS paid to recommen- E 96 79 
dations/decisions of the school 
prefects A 1 81 73 
Tot. 277 75 
Attention IS NOT paid to recommen- E 21 1 7 
dations/decisions of the school 
prefects A 46 18 
.. ··.•. 
Tot. 67 . 18··· 
. · 
. 
··• 
No response E 4 3 
A 22 8 
.... ... 
. 7/ ·•·· ... 
•Tot.··· 26 .. ·. 
•· 
· .. · · .... 
. ... ·• 
Total 370 100 
The responses received reflected in Tables 4.31 and 4.32 indicate 
that the great majority of Std 10 pupils are of the opinion that 
attention is paid to the pupil leaders in the school. 
According to the responses received, Std 10 pupils are consulted 
on a wide variety of matters concerning the school (see Table 
4.33). It would also appear that the practice of consulting 
pupils is more prevalent at Afrikaans-medium schools than at 
English-medium schools. 
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TABLE 4.33 Matters on which pupils are consulted 
Total: N = 370 
( E: n = 1 21 ; A: n = 249) 
Where percentages do not total 100%, the difference is due 
to non-responses 
Pupils ARE Pupils ARE NOT 
consulted consulted 
Number 9-0 Number % 
Dress E 66 54 52 43 
A 168 67 79 32 
.... .. .... 
Tot. 234 63 131 ' 35 .·. 
. . 
·. · . 
School rules E 53 44 64 53 
A 132 53 11 5 46 
.· 
Tot. 185 50 179 48 
·. ..... .· .· 
Type of sport or E 83 69 35 29 
cultural 
activity offered A 173 69 74 30 
by the school 
Tot. 256 69 109 29 
Fields of study E 64 53 53 44 
offered by the 
school A 156 63 91 36 
Tot. 220 59 144 39 
.. ... 
·.• . 
Subjects offered E 72 59 45 37 
by the school 
A 156 63 91 36 
. · . 
.. ·.·.· 
. •· .... ·•· . 
Tot. .228 62 136 • ..... 37· .. 
> •• • 
... 
. : ·.· ... . .. · .. 
Policy concern- E 64 53 53 44 
ing sport and 
cultural A 1 54 62 91 36 
activities 
·.· •.• 
. .... 
Tot. 218 59 144 39 
. .. 
. 
· . •. 
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Total: N = 370 
(E: n = 1 21 ; A: n = 249) 
Where percentages do not total 100%, the difference is due 
to non-responses 
Pupils ARE Pupils ARE NOT 
consulted consulted 
Number % Number % 
Policy concern- E 62 51 55 45 
ing academic 
matters A 128 51 118 47 
Tot. 190 51 •·• 173 . ' 47 ·. 
·• 
... 
. 
.· .. · .. · .. 
School policy in E 52 43 65 54 
general 
A 148 59 99 39 
Tot. 200 54 164 44 
Discipline E 73 60 45 37 
A 154 62 93 37 
Tot. 227 61 138 37 
The finances of E 20 16 98 81 
the school 
A 103 41 144 58 
.. 
·.•··· 
.. 
·• 
..· 
Tot. 123 33 242 
·•·.· 
65 
. 
.·: 
.·. •·.· ... 
The facilities E 70 58 47 39 
available at the 
school A 1 61 65 86 34 
•· .· 
Tot. 231 62 133 36 
.. .. .· .. · ... ·• 
Community pro- E 80 66 38 31 jects undertaken 
by the school A 1 57 63 89 36 
Tot. 237 64 127 34 
The majority of pupils at Afrikaans-medium schools responded that 
they were consulted on all the topics mentioned in Table 4.33 
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with the exception of the finances of the school, but even for 
this topic 41% of these pupils reported that they were consulted. 
The pattern of responses from pupils at English-medium schools 
was much the same as that from pupils at Afrikaans-medium 
schools, but in all cases the percentage of pupils who responded 
that they were consulted was less than the percentage of pupils 
from Afrikaans-medium schools. 
The interest expressed by pupils in being consulted (see Table 
4.34) about matters concerning them is disappointing. Comparing 
the results given in Tables 2.33 and 4.34, it would appear that 
pupils are in fact consulted to a greater extent than they would 
really like to be. 
TABLE 4.34 Matters on which pupils consider they should be 
consulted 
Total: N = 370 
( E: n = 1 21 : A: n = 249) 
Where percentages not total 100%, the difference 
is due to non-responses 
Num- % 
ber 
Dress E 48 49 
A 93 37 
Tot. 141 38 
Rules E 32 26 
A 103 41 
. ··. .. 
Tot. 135 34 •:: 
. ·. .. .. 
Sport and cultural ac- E 39 32 
ti vi ties 
A 76 30 
••• 
.. .. 
Tot. 115 31 
. 
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Total: N = 370 
( E: n = 1 21 : A: n = 249) 
Where percentages not total 100%, the difference 
is due to non-responses 
Num- % 
ber 
Discipline E 22 1 8 
A 68 27 
Tot. 90 24 
·•.·. 
Facilities available at E 25 21 
the school 
A 58 23 
Tot. 83 22 
Subjects offered E 22 18 
A 55 22 
Tot. 77 21 
School policy in E 27 22 
general 
A 50 20 
Tot. 77 21 
Finance E 32 26 
A 36 14 
Tot. 68 18 
. 
Fields of study E 20 16 
A 45 18 
Tot. 65 18 
. 
.· 
. . 
Community projects E 18 15 
A 38 1 5 
··. 
Tot. 56 15 
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Total: N = 370 
(E: n = 1 21 : A: n = 249) 
Where percentages not total 100%, the difference 
is due to non-responses 
Num- 9-0 
ber 
Academic policy E 18 1 5 
A 36 1 4 
< 
Tot. 54 15 
.. 
Sport and cultural E 16 13 
policy 
A 30 1 2 
·• 
Tot. 46 12 
Test and examination E 24 20 
timetable 
A 6 2 
Tot. 30 8 
Social activities E 22 18 
A 2 1 
Tot. 24 6 .••... 
· .. ... 
Hairstyles E 7 6 
A 16 6 
. 
I. 
Tot. 23 6 ·. 
I ·.· 
Choice of staff, E 5 4 
behaviour of staff and 
other staff matters A 9 3 
Tot. 14 4 
School traditions E 7 6 
A 4 2 
Tot. 11 . 3 . 
.. .· ... · . 
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Total: N = 370 
(E: n = 1 21 : A: n = 249) 
Where percentages not total 1 00%' the difference 
is due to non-responses 
Num- % 
ber 
Appointment as E 4 3 
prefects/SRC members 
A 4 2 
. 
Tot. 8 I. 2 ... 
School hours E 1 1 
A 5 2 
Tot. 6 2 
Projects E 0 0 
A 5 2 
Tot. 5 1 
... .· 
Teacher/parent/pupil E 1 1 
relations 
A 4 1 
·. 
Tot. 5 1 
Dress appears to be the topic on which most pupils (38%) feel 
they should be consulted, but even on this topic the positive 
response was less than 50%. 
In the opinion of the researcher, the responses shown in Table 
4.34 indicate a lamentable lack of interest by pupils in their 
school and the way in which it is managed. 
4.4 SUMMARY 
Certain aspects of the results of the investigation may be 
broadly summarized as follows: 
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• Principals regarded themselves as being responsible for all 
the aspects of school management dealt with in the inves-
tigation and did not generally see other role-players as 
having a share in this responsibility. The exceptions 
were, firstly, the governing body which was regarded as 
having a responsibility for non-professional aspects of 
school management, and, secondly, senior teaching staff 
which were seen as having a responsibility for professional 
aspects of school management (see Tables 4.6-4.9). 
• The majority of principals who responded (to the second 
questionnaire to principals) also perceived themselves to 
be the decision-makers in the school (see Table 4.20). 
• Further, principals reported that they carried a heavy 
work-load and could not always complete their work (see 
Tables 4.12-4.13). 
• Chairmen of the governing body are of the opinion that 
members of the governing body should be involved in most 
aspects of school management. Further, they believe that 
they are, in fact, so involved (see Tables 4.23 - 4.26). 
• Teachers, too, are of the opinion that they are involved in 
most aspects of school management (see Tables 4.23 - 4.26). 
• Std. 10 Pupils who responded reported that they were con-
sulted on a wide variety of topics and also responded that 
they did not really wish to be consulted (see Tables 4.33 
and 4. 34). 
Seen in terms of participative management, which forms the basis 
of school self-management, these results, in the opinion of the 
researcher, indicate the following: 
• Principals need some form of training in participative 
management. 
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• Principals also need to delegate more of their duties so as 
to spread the work-load more equitably. 
• Teachers and members of the governing body are willing to 
accept some of this work-load. 
• The incorporation of Std 1 0 pupils into the management 
structures of the school needs to be done circumspectly, 
taking into account the level of interest and ability these 
pupils. 
• Bearing in mind the willingness of members of the governing 
body and teachers to be involved in school management and 
the need for principals to share their work-load, state-
aided schools appear to be ready for an amended form of 
school self-management which encourages the participation 
of teachers and other role-players in the management of the 
school. 
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5. A POSSIBLE SELF-MANAGEMENT MODEL FOR SOUTH AFRI-
CAN SCHOOLS 
5.1 INTRODUCTION 
According to Caldwell ( 1990: 4-12) various "models" of self-
management have been introduced increasingly during the past two 
decades in schools in the United Kingdom, United States, Canada, 
Australia and New Zealand. This type of school management would, 
therefore, appear to be expanding in Western countries. 
In South Africa the state-aided (Model C) schools of the former 
Department of Education and Culture, Administration: House of 
Assembly may also be regarded as self-managing to a certain 
degree. 
The future of state-aided (Model C) schools seems to be assured 
for the next few years by the interim Constitution (SA 1993, sec. 
247). Beyond this period, however, their future seems proble-
matic in the light of the ANC' s undertaking to review the 
financing and management of Model C schools (ANC 1994:40, SA GN 
196 1995:71). The Draft White Paper (SA 1994:49) summarizes the 
views of many regarding the Model C schools as follows: 
The transfer to governing bodies of virtually all 
schools in the former White system has been strongly 
opposed by the educational and political structures of 
the mass democratic movement, who have viewed the move 
as a unilateral action by the previous minority 
government, to take the schools of the White community 
out of state ownership and give them a form of protec-
tion from direct intervention by the democratically 
elected government. 
Should the recommendations of the Hunter Committee be adopted, 
state-aided (Model C) schools will cease to exist as such and 
will be incorporated into the category of public schools (Hunter 
Committee 1995:44). 
In the light of the above-mentioned opinions and recommendation, 
as well as recent media reports, the following question arises: 
Will there be a place for self-managing schools in the new 
national education dispensation that is coming into being in the 
Republic of South Africa? The answer to this question appears 
to be YES. 
The White Paper on Education and Training (SA GN 196 1994) 
clarifies the government of national unity's policy on educa-
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tional management. This document represents the government's 
thinking on education and it stresses the need for a democratic 
system of management in the following terms: 
The principle of democratic governance should increas-
ingly be reflected in every level of the system, by 
the involvement in consultation and appropriate forms 
of decision-making of elected representatives of the 
main stakeholders, interest groups and roleplayers. 
[researcher's emphasis] 
The restoration of the culture of teaching, learning 
and management involves the creation of a culture of 
accountability. This means the development of a 
common purpose or mission among students, teachers, 
principals and governing bodies, with clear, mutually 
agreed and understood responsibilities, and lines of 
cooperation and accountability (SA GN 196 1995:22). 
The document also pronounces the Education Ministry's strong 
support for measures that can be interpreted as supporting the 
principle of self-management of schools: 
Many schools already reflect good, accountable manage-
ment, with high levels of community participation, 
despite the inequalities and distortions inherent in 
the apartheid-based organizational and funding struc-
tures. The task facing educational leadership is to 
recognise the best experience from all parts of the 
system and, where necessary, enable communities to 
reshape their structures of governance so that they 
reflect the constitutional principles of democracy and 
non-racialism (SA GN 196 1995:69). 
The Hunter Committee implicitly favours school self-management 
when it states the following (Hunter Committee 1995:51): 
The recommendations for the governance of schools 
recognise that education is a shared responsibility of 
schools, parents, learners (in secondary schools) and 
members of the community. Parents and guardians have both 
the right and the responsibility to participate in the 
education of their children. Other members of the com-
munity can offer experience and expertise of great benefit 
to learners. Studentsd themselves have valuable knowledge 
of their schools. Teachers bring specialized skills and 
their sense of vocation. 
Schools should aim at establishing governance structures 
that will enable elected representatives of the four groups 
to assume active and responsible roles in the determining 
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and adoption of policies in schools. 
The White Paper (SA GN 196 1995:69) recognizes that change is 
necessary but that it must be properly managed: 
Change must now be managed by the new education 
authorities in a systematic, inclusive and fully 
participatory way. Education departments must lead 
but not dictate. If radical change is imposed on 
schools by top-down direction in the absence of 
participation by those whose interests and identities 
are at stake, the result will be disastrous. The 
Ministry of Education accepts that change will not be 
an overnight process but continues over a period of 
time. In many parts of the country, local organ-
izational capacity among stakeholder groups has been 
poorly developed and in some cases actively dis-
couraged by previous authorities. It will take time 
for local leadership to emerge and engage with the new 
Departments of Education. The departments should be 
prepared to act flexibly while local capacity is being 
built, and to aid and facilitate that process. 
Further, the White Paper (SA GN 196 1995:70) recognizes that 
" a new national policy framework for school organization 
is essential to provide a firm basis for action by provincial 
education departments. The framework must clarify the legal 
status of different categories of schools, and establish national 
norms and standards for school governance and finance. The 
framework must be developed on the basis of principles which are 
in full accord with the Constitution, consistent with the best 
South African experience, easily understood, and likely to raise 
the quality and effectiveness of schooling where it is most 
needed". 
The following are some of the principles related to the legal 
categories of schools proposed in the White Paper (SA GN 196 
1995:70): 
• The categories of schools recognized in law 
should be as few as possible. 
• The categories should be based on clear criteria 
such as ownership, funding, and relationship to 
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departments of education. 
• The categories should be uniform across the 
country. 
• The categories should assist the elimination of 
inequitable and outmoded di visions between the 
inherited categories of schools. 
• The categories should include, but need not be 
confined to: state, state-aided, and independent 
schools. 
• The categories should accommodate the constitu-
tional provisions affecting school ownership. 
• There should be clearly stated conditions under 
which a school or group of schools might be 
permitted to change their category. 
The White Paper's principles related to the management (govern-
ance) of schools include the following (SA GN 196 1995:70): 
• The term "governing body" should be used as the 
general term to describe school governance struc-
tures in all categories of schools. 
• The principle of an articulated provincial system 
of schools needs to be upheld. Therefore, the 
relationships of school governing bodies to 
education governance structures within provincial 
education systems, need to be defined. 
• School governing bodies should be representative 
of the main stakeholders in the school. Parents 
have the most stake in the education of their 
children, and this should be reflected in the 
composition of governing bodies, where this is 
practicably possible. The head or principal of 
a school should be a member of the governing body 
ex officio. 
• In primary schools, the main stakeholders for 
purposes of governance comprise the parents and 
teachers. 
• In secondary schools, the main stakeholders for 
purposes of governance comprise parents, teachers 
and students. It is recognized that these stake-
holders can play different roles with respect to 
different elements of school governance. 
• The composition of governing bodies should be 
sensitive to racial and gender representation, 
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and (in the case of special schools especially) 
to citizens who can best represent special educa-
tion needs. 
• State involvement in school governance should be 
at the minimum required for legal accountability, 
and should in any case be based on participative 
management. 
• The decision-making powers of governing bodies 
should reflect their capacity to render effective 
service. 
• A capacity-building programme should go hand-in-
hand with the assignment of powers to governing 
bodies. This should be supplemented by manage-
ment programmes for principals and inspectors, to 
ensure a smooth transition to the new school 
governance system. 
The following are three important financial principles related 
to the governance of state-aided schools in particular, as 
stipulated by the White Paper (SA GN 196 1995:71): 
• The basis of financial allocations to different 
categories of state and state-aided schools must 
be equitable and transparent, aimed at elimina-
ting historical disparities based on race and 
region and ensuring an acceptable quality of 
education. 
• In particular, a uniform staff provision formula 
based on pupil/teacher ratios, must be phased in 
at state and state-aided schools as rapidly as 
possible, in full consul ta ti on with represen-
tative organizations of the teaching profession. 
• Appropriate periods of notice must be built in to 
any significant changes in the funding pattern. 
These principles will be submitted to a review committee (SA GN 
196 1995:71), which will be asked to 11 analyse the current 
situation of school organization, governance and funding in terms 
of existing legislation, the 1993 Constitution, to undertake 
suitable research, including research on relevant international 
conventions and comparative experience, to receive submissions 
in all provinces, and on the basis of its findings, and the 
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Ministry of Education's Statement of Principles " ... to make 
recommendations to the Minister regarding school ownership, 
organization and funding. 
In the light of what has been stated above, it would appear to 
the researcher that there is indeed room for self-managing 
schools in the emerging South African education system because, 
for one, this concept is in line with proposed government policy 
on education. However, for historical and political reasons, the 
researcher does not think that the present Model C schools will 
prove viable beyond the term of the interim (1993) Constitution. 
The researcher is also of the opinion that (as will become 
evident later in this chapter) the Model C school management has 
a number of shortcomings. A different form of self-management 
would, therefore, seem to be appropriate to South African 
schools. 
This chapter will, therefore, firstly address the question of 
whether South African teachers, parents and pupils are in favour 
of participating in school management and to what extent. 
Due to the educational structures prevailing at the time, the 
empirical investigation into these opinions was confined to the 
White education system of the former Transvaal. 
In the second place, the researcher will, in the light of the 
empirical investigation, offer a model on which school self-
government in South Africa could be based. 
5.2 THE VIEWS OF PRINCIPALS, TEACHERS, CHAIRMEN OF GOVERNING 
BODIES AND PUPILS ON INVOLVEMENT IN SCHOOL MANAGEMENT 
5.2.1 Views of principals 
The responses by principals to the questionnaire sent to them to 
test their perceptions of their own role and that of other role-
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players in school management are contained in section 4.2 of 
Chapter 4. The following is a summary of these responses, 
together with deductions made from the responses. 
Table 4. 1 0 in Chapter 4 gives a summary of the responses 
received to Questions 8-11 of the questionnaire. These questions 
dealt with responsibility for management areas within particular 
management functions. The responses represent the principals' 
perceptions of who shares responsibility for the various 
management areas comprising each management function. The table 
is repeated below (Table 5.1), together with the deductions for 
ease of reference. 
In Table 5.1 the management areas have been grouped as follows: 
Professional matters: 
Other: 
Staff affairs 
Pupil affairs 
Curriculum matters 
Teaching matters 
Physical facilities 
Financial affairs 
Relations with other role-players 
The figures in brackets indicate the maximum possible number of 
areas per management function. The following abbreviations are 
used in Table 5.1: 
P: Principal 
D: Snr. deputy/deputy/heads of department 
GB: Governing body 
T: Teaching staff (other than D) 
Ad: Admin. staff 
Pr: Prefect Body 
Pu: Pupils 
Sk: Superintendent of education: circuit 
Sa: Superintendent of education: academic 
TABLE 5. 1 Summary of principals' views on responsibility for 
school management 
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MANAGEMENT SUMMARY OF NUMBER OF AREAS WITHIN EACH 
FUNCTION MANAGEMENT FUNCTION FOR WHICH EACH GROUP 
OF ROLE-PLAYERS IS PERCEIVED TO SHARE 
RESPONSIBILITY 
p D GB T Ad Pr Pu Sk Su 
Planning: 17 17 1 1 0 - - - - 4 
Professional 
( 1 7) 
Other ( 12) 12 6 12 - - - - - -
Organization: 12 11 - 4 - - - - -
Professional 
( 1 3) 
Other ( 9) 9 1 9 - - - - - -
Guidance: 1 3 12 - 3 - - - - 1 
Professional 
( 1 3) 
Other ( 9) 9 - 9 - - - - - -
Control: 16 15 - 2 - - - - 7 
Professional 
( 16) 
Other ( 1 2) 12 - 12 - - - - - -
Total: 58 55 1 19 - - - - 12 
Professional 
(58) 
Other (42) 42 7 42 - - - - - -
Total ex12ressed 1 0 95 2 33 0 0 0 0 21 
as a % of total 0 
12ossible areas: 
Professional 
Other 1 0 17 100 0 0 0 0 0 0 
0 
The following general deductions may be made from Table 5.1: 
• Principals hold themselves responsible for all management 
tasks in the school. 
• Principals are of the opinion that governing bodies should 
not share responsibility for educational management tasks 
which fall within the highly specialized professional 
sphere. 
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• Principals are of the opinion that senior teaching staff 
should not share responsibility for management tasks 
outside the traditional professional sphere. 
• Principals are of the opinion that class-room teachers 
should have very little responsibility in managing the 
school. 
• Principals do not see the administrative staff as having 
responsibility for the management of the school. 
• Principals (with the exception of secondary school prin-
cipals in the area of pupil affairs, as indicated in Tables 
4.6-4.9 are of the opinion that school prefects do not have 
responsibility for school management. 
• Principals do not regard circuit superintendents of educa-
tion as having responsibility for school management, as far 
as specific local problem-solving is concerned. 
• Principals are prepared to grant subject advisors (academic 
superintendents of education) only a limited responsibility 
for school management, mainly restricted to areas concerned 
with the curriculum and didactic matters. 
• The governing body is seen to be responsible only for 
management tasks outside the professional sphere. 
The general impression created from these responses is that, 
al though principals are prepared to share power to a certain 
extent, they have not fully accepted the practice of active 
participative management, especially as far as teachers, 
administrative staff and pupils are concerned. This is borne out 
by Sackney and Dibski (1994:111) who report that research seems 
to indicate that " ... most principals tend to use a consul ta ti ve 
as opposed to a collegial [participative]" mangement style. 
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Principals were given a list of 25 possible management problems 
and asked to rate them according to how serious they considered 
them to be. Of these problems, not one was considered as being 
reasonably serious or worse by a majority of principals, although 
most of the items were considered to be at least a slight problem 
from time to time by the majority of principals. Only the 
following two items were not considered to be a problem by a 
majority of principals: 
• Communication between the principal and staff 
• Communication between the principal and the pupils 
In a second questionnaire, principals were asked to state the 
three most important management problems experienced in their 
school. Very few principals responded to this question. 
Problems involving the governing body were, however, mentioned 
most frequently (20%). 
These problems indicate some need for greater role definition for 
all those involved in school management and greater delegation 
of tasks from the principal to other role-players. The implica-
tions for school self-management is that greater use could and 
should be made of committees with responsibility for specific 
management areas or management tasks. 
The greatest problem, in the opinion of the researcher, would 
appear to be the principals' desire to concentrate responsibility 
for school management in their own hands. Seen in this light, 
the principle enunciated in the White Paper (SA GN 196 1995:70) 
to supplement capacity building with supplementary management 
programmes for principals assumes a new importance. 
Principals were also asked to state their agreement or otherwise 
with a number of statements regarding the management of state-
aided schools (see par. 4.2.4, Chap. 4). The responses to these 
statements, in contrast to the responses discussed in the 
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previous paragraph, indicate that principals accept their role 
as facilitators and, therefore, by implication, that Model C 
schools require a participative style of management. 
The responses to Questions 14 and 15 regarding the principals' 
use of their time (see par. 4.2.5 and 4.2.6, Chap. 4), strengthen 
the impression that principals of Model C schools do not allow 
other role-players to participate sufficiently in school 
management. It is the opinion of the researcher that, if school 
self-management is to result in the more effective provision of 
education, all role-players will have to play an active and 
meaningful part in school management. This again emphasizes the 
need for a clear definition of all management roles, as well as 
a clear concept of what participative management involves. 
The importance of a statement of vision, a mission statement and 
written objectives to a school was discussed in Chapter 3. 
In a second questionnaire to principals the presence or otherwise 
of staements of vision and mission statements in state-aided 
schools was investigated. It is disturbing that 40,8% of the 
principals reported that their schools did not have a statement 
of vision, and that 28,6% reported no mission statement (see 
Tables 4.14 and 4.15, Chap. 4). 
Bearing in mind that principals, teachers and members of the 
governing body change from time to time, a lack of a vision and 
mission statement means that such a school could lack a clear 
picture of what the school should look like in the future, and 
the management of the school could consequently lack direction. 
A vision statement is also of importance in enabling the 
management to deal with change purposefully. Both a statement 
of vision and a mission statement are indispensable if a school 
is to formulate a coherent and complementary set of objectives 
for the school. 
Although the majority of principals reported that their schools 
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possessed overall, written objectives for the seven management 
areas given (see Table 4.18, Chap. 4), 47% of the principals 
stated that staff are not expected to formulate written objec-
tives for their professional activities (see Table 4.19, Chap. 
4) • 
In Chapter 3, the dependence of objectives on the mission 
statement and of the mission statement on the statement of vision 
is discussed. From the results reported in Chapter 4, it cannot 
be determined whether a school's objectives are formulated, so 
that through their achievement the mission of the school will 
also be achieved, resulting, in turn, in the fulfilment of the 
school's vision. This could well form the basis for further 
study. 
In the researcher's opinion, school self-management will not lead 
to an improvement in the effectiveness of education, unless a 
school has a vision, a mission and a complete, practical set of 
written long-term and short-term objectives. 
5.2.2 A comparison between the views of principals, teachers 
and chairmen of governing bodies 
In Tables 4. 23 to 4. 26 the views of chairmen and principals 
regarding the involvement of the governing body in school 
management and the views of teachers and principals regarding the 
involvement of teachers in school management, are compared. 
For the purpose of this critical, analysing discussion, certain 
relevant deductions made from these comparisons are repeated 
here. If the responses to all four the questions relating to 
management functions are considered as a whole, the following 
interesting lines of thought emerge: 
• The overwhelming majority of chairmen of governing bodies 
are of the opinion that governing bodies should be involved 
in both the professional and non-professional areas of 
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school management. In general, governing bodies are 
involved in all areas of school management, with the 
exception of curriculum and teaching matters. In the non-
professional areas and the professional area of staff 
affairs, the governing body, generally speaking, acts on 
its own. The apparent contradiction between this percep-
tion and the perception of teachers that they are involved 
in all areas of school management, could be due to dif-
ferences in level of involvement (see following paragraph). 
• Teachers are also of the opinion that they should be 
involved in all areas of school management. Their respon-
ses also show that this is the case. It is not possible 
from the responses to ascertain whether this involvement is 
at classroom level, at school departmental level (i.e. 
English Department, Humanities Department etc.), at overall 
school level or any combination of these. 
• Principals do not wish teachers to be involved in the 
management of the school, with the exception of the areas 
of pupil affairs and teaching matters. It is particularly 
noticeable that principals wish to exclude teachers from 
participation in the management of staff affairs, which 
affects them most. This contradicts the view expressed by 
a majority of principals that all major decisions at the 
school should be made by the principal or governing body 
together with others (see Table 4.27 options 5 and 6). 
• Principals do not wish governing bodies to participate in 
the professional areas of school management, but do wish 
them to be involved in the non-professional areas. 
The general impression created by these responses is that at the 
overall school level, the management . style practised at many 
schools is more likely to be oligarchical or even autocratic 
rather than participative. The responses to the questions on 
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management style (see Table 4.29, option 5), however, tend to 
contradict this view. Option 5, which states that "all major 
decisions are made by the principal together with others", was 
chose by 49% of principals who responded as reflecting the 
management style practised in their schools and by 39% of 
principals as the management style that should be practised in 
their schools. 
A conclusion to be drawn is that all role-players in school 
management, but particularly the principal, because of his 
pivotal position, need training in the practice of participative 
management. In this regard, Caldwell (1994:81) maintains that 
" ... a demonstrated capacity to work in this style should be a 
criterion in the selection of principals and other leaders". 
Sackney and Dibski (1994:111) are of the opinion that" ... more 
attention to professional development in the areas of shared 
decision-making, team building, conflict resolution, effective 
communication, planning and evaluation" will be necessary if 
self-management in schools is to be successful. 
The views of principals once more emphasize the need for a clear 
role definition for each group of role-players. Such a defini-
tion should take into account the interests and expertise of each 
group, as well as the level of participation. This needs to be 
borne in mind in the design of self-management organizational 
structures for schools. 
A comparison between the views of principals, teachers and 
chairmen of governing bodies reveals that a majority of prin-
cipals and chairmen of governing bodies are optimistic concerning 
the preparedness of the school management for the future, while 
teachers are more uncertain. 
As far as perceptions of management styles are concerned, the 
majority of principals agree that a participative style of 
management (see Table 4.29, options 5 & 6) is practised (55%) and 
should, moreover, be practised (59%) at their schools. Only 22% 
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of chairmen of governing bodies and 45% of teachers perceive the 
management style of their school to be participative, while 23% 
of chairmen of governing bodies and 63% of teachers feel that it 
should be participative. Once again, these responses emphasize 
the need for all role-players in school management to be 
thoroughly informed about the implications of school self-
management, particularly with regard to its participative 
managerial approach. 
5.2.3 Participation of pupils 
Only the views of Std 10 pupils were canvassed. The responses 
are given in par. 4.3.9 (see Tables 4.31-4.34). 
It would appear from these responses that pupils are consulted 
to a greater extent than they would really like to be. This is 
a problem in view of the White Paper's stipulation that pupils 
should be involved increasingly in the management of secondary 
schools. 
The researcher regards it as important that pupils be encouraged 
and trained to play a more prominent role in participative school 
management, not only because many aspects of school management 
concern them directly, but also because it provides practice in 
the basic functioning of democracy. This latter reason is of 
vital importance to the development and maintenance of a 
democratic culture in South Africa. 
5.2.4 Significance of the results of the empirical investi 
gations into the management of state-aided schools for 
a self-managing style of school management in South 
African schools 
The results show that the parent, teacher and pupil communities 
of state-aided (Model C) schools in the former Transvaal have 
adjusted reasonably well to a self-managing model of school 
management. However, this investigation showed that some 
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organizational problems are experienced with the management of 
these schools. 
The biggest problem implicit in the results to emerge from the 
researcher's empirical findings is the apparent lack of ap-
preciation by the role-players regarding the importance of par-
ticipation in the self-management of schools and regarding the 
full implications of participation by all role-players in school 
management. This highlights the need for some form of training 
in aspects of self-management for the various groups of role-
players. The results also show that principals (in some areas 
of school management), chairmen of governing bodies and teachers 
favour a participative approach to the management of schools. 
The position of pupils in this regard is somewhat equivocal. 
The researcher is of the opinion that state-aided (Model C) 
schools have laid a basis on which a new model for self-manage-
ment of schools could possibly be built. 
Such a model should meet certain new and relevant criteria, other 
than the normal criteria for sound educational management. 
Moreover, these criteria should be acceptable to all the role-
players concerned in school management. 
5. 3 CRITERIA FOR A SELF-MANAGEMENT MODEL FOR SOUTH AFRICAN 
SCHOOLS 
Any model for the self-management of schools in South Africa must 
take cognizance of local realities and variables. Therefore it 
is not acceptable or viable to take overseas examples and systems 
as role models as they are, because -- to mention just one 
guideline or condition -- the local self-management of schools 
will have to function within the the framework of provincial and 
national policies and guidelines. 
The first criterion for a self-managing model is, therefore, that 
it should be in agreement with the values and principles of 
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national education policy articulated in the White Paper (SA GN 
196 1995:21-23). 
These principles may be briefly summarized as follows: 
• Education is a basic human right. 
• Parents and guardians have the primary responsibility for 
the education of their children and, therefore, have both 
the right to be consulted about the form that education 
should take and to be involved in the management of their 
children's schools. 
• The state has certain obligations towards education. 
• All students should have access to lifelong education of 
good quality. 
• The system should provide access to all would-be students 
irrespective of gender, race, class or creed. 
• The system should be so structured that it provides the 
means for learners to move easily from one learning context 
to another, so that the possibilities for life-long lear-
ning are enhanced. 
• Programmes, whether formal or informal, aimed at the 
redress of educational inequalities, should be encouraged. 
• The state's resources should be distributed equitably. 
• The quality of education should be improved. 
• Legitimate, representative governing bodies should be 
established and empowered. 
• Democratic governance should increasingly be reflected at 
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every level of .the system. 
• A culture of accountability should be created so that the 
culture of teaching, learning and management may be res-
tored. 
• A goal of education in South Africa should be to enable a 
democratic, free society to take root and prosper. 
• All fields of study should be encouraged and the curriculum 
should encourage independent and critical thought. 
• Education should counter the legacy of violence. 
• Sustainability and productivity, as operational principles, 
need to be given strong emphasis. 
A school self-management model will need to constitute governing 
bodies in ways that " take account of particular local 
circumstances. In many areas sensitive negotiations will be 
required if there is to be general acceptance of their roles. 
It will often take years of capacity-building before governing 
bodies can become fully effective" (Hunter Committee 1995:54). 
Any school self-management model will also have to provide for 
structures and processes aimed at improving an approach of 
absolute "transparency" (ANC 1994:22). This implies that such 
a model must make provision for adequate communication between 
all sections of the school community and the various management 
structures. 
A model for school self-management will, furthermore, need to be 
flexible, so that it can respond to changes in the school's 
external and internal environments. For instance, the Ministry 
of Education has undertaken to prepare an Education and Training 
Charter, together with key stakeholders and role-players in the 
system, containing an agreed set of goals and principles which 
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can unite the nation in a common mission to reconstruct, develop 
and protect the education and training system (SA GN 196 
1995:20). 
A school, however, must also cater for the particular needs of 
the community it serves, as long as these do not conflict with 
national and provincial goals and policies. A school self-
management model should, therefore, make it possible to take the 
strengths, weaknesses, opportunities and threats, the so-called 
11 SWOT 11 technique, embodied in the local teacher, student, parent 
and broader communities into account when designing management 
structures and processes. Again, the model should be suf-
ficiently flexible to allow such structures and processes to be 
changed as the SWOT of the local community changes. 
One must bear in mind, when considering any model for the self-
management of schools, that school management is not an aim in 
itself, but that its purpose is to use the available resources 
as productively as possible with the aim of providing the most 
effective teaching and learning possible. 
5.4 A POSSIBLE SELF-MANAGEMENT MODEL FOR SOUTH AFRICAN SCHOOLS 
5.4.1 The Caldwell and Spinks model 
Caldwell and Spinks ( 1988: 21) propose a model for self-management 
of schools which they call the collaborative school management 
cycle. This is illustrated in Figure 5.1. 
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FIGURE 5. 1 The collaborative school management model (Caldwell 
& Spinks 1988:22) 
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Implementing 
According to them (Caldwell & Spinks 1988:21) the model addresses 
four issues and concerns of self-management at school level. 
These are (Caldwell & Spinks 1988:19): 
• Focus on teaching and learning 
What is needed ... is a comprehensive approach to 
school management which links goal-setting, need 
identification, policy-making, planning, budget-
ing, learning and teaching, and evaluation. 
• A framework for accountability 
The school must be managed within a framework of 
national, state and local guidelines. The 
school must be able to demonstrate that these 
guidelines have been honoured . ... Three patterns 
of accountability are suggested in the self-
management of schools: accountability to central 
authority, accountability to the local community, 
and accountability of each school programme to 
the governing body or appropriate policy group 
within the school. 
• Appropriate involvement of staff, parents and 
students 
A school which is responsive to the needs of its 
parents and students will ensure their ap-
propriate involvement in the management process. 
• Professional development programmes for the 
acquisition of knowledge, skills and attitudes 
among participants in the management process. 
The self-managing school will require a range of 
knowledge, skills and attitudes not demanded in 
schools which have worked within a framework of 
centrally-determined policies, plans and budgets 
and with few requirements as far as account-
ability is concerned. Knowledge and skill of a 
technical, human and educational nature will be 
required as needs are identified, goals are set, 
policies are formulated, priori ties are deter-
mined, resources are allocated, and teaching and 
learning proceeds, with systematic approaches to 
programme evaluation. 
This model, as it stands, does not provide for inputs from 
provincial and national education departments, nor does it 
indicate the important role that communication should play in the 
model or its scope and direction. Further, the model needs to 
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be expanded to give an indication of the management structures 
needed for the different areas of management in the school and 
~ho should be represented on these structures~ 
5.4.2 Caldwell and Spinks's refined model for self-manage-
ment of schools 
Caldwell and Spinks (1992: 33) realized that their original model 
needed modification and therefore refined it in a number of ways, 
/ 
as illustrated in Figure 5.2. 
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According to them (Caldwell & Spinks 1992:33) the refined model 
contains several noteworthy changes: 
• A broadening of the context for policy-making, 
planning and evaluation to take account of a 
school's culture, mission and the centrally 
determined framework 
• A more explicit acknowledgement of the importance 
of strategic planning and the incorporation of 
related guidelines 
• A change in terminology and approach to highlight 
the centrality of curriculum and learning in 
approaches to self-management. 
While this model is without doubt an improvement on the original 
model, it still does not address the function of effective upward 
and downward communication in the management cycle. This need 
was satisfied by Holt and Murphy (1993:183) and is discussed in 
paragraph 5.4.3. 
An interesting feature of Caldwell and Spinks's refinements is 
the introduction of the concept of a school charter (Caldwell & 
Spinks 1992:36-41), especially in the light of the Ministry of 
Education's stated determination to draft an Education and 
Training Charter for the South African nation (SA GN 196 
1995:20). 
Caldwell and Spinks (1992:40) define a school charter as follows: 
A school charter is a document to which both govern-
ment and school policy-group (council, board) have 
given their assent, containing a summary of the 
centrally determined framework of priorities and 
standards; an outline of the means by which the school 
will address this framework; an account of the 
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school's mission, vision, priorities, needs and 
programs, together with an overview of the strategies 
which will be followed in addressing them; reference 
to key decision-making processes and approaches to 
program evaluation; all reflecting the culture of the 
school and an intended pattern of action in the medium 
to longer term. Once approved, the charter becomes 
the basis for allocating resources and moni taring 
outcomes. 
Such a charter can play a unifying role in school management by 
ensuring that school goals and priorities are supplementary and 
not contrary to national and provincial goals and priorities. 
The charter forms the basis for the development plan for the 
school. 
5.4.3 Holt and Murphy's modified collaborative management 
cycle 
Holt and Murphy (1993:183) modified the original Caldwell and 
Spinks model by adding the phases personnel management and 
curricula development to the management cycle and by giving 
communication a central role in the cycle. This is illustrated 
in Figure 5.3 on the following page. 
Their model indicates that communication can proceed in any 
direction and between any groups of people involved in the 
various phases of the management cycle. The refined Caldwell and 
Spinks model can easily be amended to incorporate the Holt and 
Murphy modifications. 
The Holt and Murphy communication network does not, however, go 
far enough. If the self-management model is to measure up to the 
criterion of transparency, the communication network should be 
extended to encompass teachers, parents, students and members of 
the community who are not actively involved in any management 
structures in the school but who, nevertheless, wish to be 
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informed of ·important and . drastic decisions taken in these 
structures. 
FIGURE 5.3 
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The Holt and Murphy modified collaborative 
management model (Holt & Murphy 1993:183) 
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5.4.4 A proposed self-management model for South African 
schools 
A combined Caldwell and Spinks-Holt and Murphy model will be used 
by the researcher as the basis for an expanded model of self-
management for South African schools. The general outline of 
this model is illustrated in Figure 5.4. 
FIGURE 5.4 A general model for the self-government of 
schools in South Africa 
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5.4.4.1 Central framework 
The provincial education department is responsible for providing 
the school with the central framework of policies and guidelines 
within which it must operate. This model indicates that there 
is a two-way communication between the school and the provincial 
education department, so that the latter may receive feedback 
from the school which will allow the province to evaluate the 
school's policies and guidelines. It also provides the school 
with the opportunity to influence the formulation of policy at 
provincial level. This is an essential mechanism if the 
principles of democracy and participation are to be maintained 
at all levels of the education system. 
This model upholds the principle of an articulated provincial 
system of schools and provides a structure for defining the 
relationship between the school governing bodies and education 
governance structures within the provincial education system as 
required by the previously mentioned White Paper (SA GN 196 
1995:70). 
5.4.4.2 The school charter 
The central framework, including the national Education and 
Training Charter, should be incorporated in the school's own 
chc;i.rter (see par. 5. 3. 2) . According to Caldwell and Spinks 
(1992:40-41), it is" ... difficult to formulate a concise set 
of guidelines for the preparation of a school charter since such 
a document is itself an amalgam of different documents or 
excerpts thereof. The following may be helpful for schools and 
school systems which would like to adopt the approach: 
• The school charter should be about five pages in 
length. Detailed specifications are not required. 
Concise statements can be organised under headings 
such as mission, vision, goals, needs, priorities of 
government, priorities of school, strategies for 
addressing priorities, approaches to decision-making, 
and approaches to program evaluation, including 
indicators related to specific objectives. 
280 
• Guidelines for policy-making to be followed in the 
formulation of the school charter. If all components 
of the charter are non-contentious, then the 
policy group ... may designate one person or a small 
group to draft the charter, circulate it for critical 
reaction, make refinements ... and then present the 
final draft to the policy group for consideration and 
approval. Where key documents or aspects of key 
documents are contentious, then the policy group 
should establish one or more working parties to gather 
information and prepare ... options for discussion by 
the policy group with a view to building consensus and 
subsequent adoption. 
• In systems of government and non-government schools 
where centrally determined frameworks must be ad-
dressed in the school charter, there should be ongoing 
consultation with the system officers to ensure that 
the framework is addressed in appropriate fashion. 
• Once assent is given by the central authority and the 
school policy group, the charter should be printed in 
attractive, easy-to-read form and made available to 
staff and members of the policy group, and to others 
in the community upon request. [The researcher sug-
gests that the charter also be made available to 
students.] 
• Procedures should be established for the review of the 
school charter. In general it is suggested that the 
school charter should be a relatively stable document, 
unlike the development plan which should be subject to 
regular review and refinement. 
The school's charter should incorporate the proposed national 
education charter, thus ensuring that this charter is put into 
operation as widely as possible and so realizing the vision of 
the White Paper (SA GN 196 1995:20) which envisages the charter 
as " ... a solemn pact, in its own way as significant for peace 
and progress in our country as the Constitutional Principles on 
which the new Constitution will be based". 
Visions and missions are discussed in some detail in paragraphs 
3.6.1 and 3.6.2 of Chapter 3. 
5.4.4.3 Goal-setting and policy-making 
In this context according to Caldwell and Spinks (1988:91) " 
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a goal ... is a statement of broad direction, general purpose or 
intent; it is general and timeless and is not concerned with a 
particular outcome at a particular time. Goals may be es-
tablished for the school as a whole or for particular aspects of 
the school program. Goals may give some sense of direction to 
the broad statements of belief about schooling which are 
contained in the philosophy of the school. They also provide a 
means of specifying the mission or vision for the school. 
Although Caldwell and Spinks regard goals as being timeless (see 
above), Thompson and Jennings (1973:214) point out that " 
because the setting of goals is essentially a problem of defining 
desired relationships between an organization and its environ-
ment, change in either requires review and perhaps alteration of 
goals". 
Goals should be formulated to help realize the school's mission. 
They provide the signposts for eventually getting the school to 
where the mission wishes it to be. 
Goals (and objectives) are influenced by a number of social 
factors (Gorton 1983:23). These are illustrated in Figure 5.5 
on the following page. 
The governing body should develop goals for each management 
structure and/or each management area according to the needs of 
the school. Caldwell and Spinks (1988:38) suggest that four 
types of goals need to be set, namely: 
• Goals related to outcomes for students 
• Goals related to learning experiences for stu-dents 
• Goals related to the provision of resources 
• Goals related to the management of the school 
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FIGURE 5.5 Major social factors affecting the development of 
goals and objectives (Gorton 1983:23) 
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Van der Westhuizen identifies seven management areas which, 
although they cover the same ground as those of Caldwell and 
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Spinks, are more specific. The researcher suggests that goals 
need to be set for six of these areas, which are 
• staff affairs (including curriculum and teaching 
matters); 
• pupil affairs [including extracurricular ac-
tivities J; 
• physical facilities; 
• providing information (administrative manage-
ment); 
• financial affairs; and 
• school-community relations. 
In addition to these areas, the researcher suggests that 
governing bodies should consider the development of goals related 
to the redress of educational inequalities among disadvantaged 
groups, both in and out of normal school hours and to developing 
a human rights and a democratic culture in the school. The 
governing body should, in addition, in the researcher's opinion, 
ensure that goals are not contrary to either the principles 
stipulated in the White Paper or national and provincial 
education policy. 
All goals set for the school should be evaluated against the 
goals of the central framework and for their eventual effect on 
the provision of effective education in the schools. 
Once goals have been set, policy must be formulated to interpret 
the goals and to provide certain broad outlines to serve as the 
basis for making decisions (Van der Westhuizen 1991 :150). Van 
der Westhuizen (1991 :151) also provides the following guidelines 
for formulating policy: 
• Policy should reflect goals so that they are a 
means of realizing goals. 
• The policy should be consistent al though dif-
ferences in interpretation may be made. 
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• Policy is not rigid and inflexible - it should be 
capable of change. 
• Policy should be embodied in written form and 
should be adjustable. 
• Policy matters should be distinguished from rules 
and procedures. 
The suggestions of Caldwell and Spinks (1988:97-105) regarding 
the process of formulating policy may be summarized as follows: 
• The governing body should list the issues for which it 
wants policies written. 
• Each issue listed should be classified as either conten-
tious or non-contentious. 
• Deadlines should be set. 
• A working party with expertise in the particular area 
should be formed to write each policy. 
• Each working party should have a good example of a policy 
statement available to it. 
• Each working party should collect information from as 
wide a spectrum of sources as possible. 
• A draft of the policy should be submitted for comment 
to other persons or groups with expertise or an 
interest in the particular area. 
• A number of options, based on the comments and suggestions 
received, should be submitted to the governing body for 
consideration. 
• The outcome of the initial deliberations by the 
governing body will usually be a rough outline of the 
policy they would accept. 
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• After this outline has been refined, it should be adopted. 
• Once adopted, the policy should be disseminated as widely 
as possible. 
5. 4. 4. 4 The development plan 
According to Cuttance (1993:149-155), school development plans 
" state ways in which schools aim to improve student 
learning. They set out how schools pursue the development of 
their curriculum, teaching practice, management and the school 
community". 
He (Cuttance 1993:149-155) continues to describe the school 
development plan as follows: 
School development plans set out the primary objec-
tives that schools plan to address each year over a 
three-year period; the strategies to be employed in 
attaining these objectives; and the outcomes expected 
from successful implementation. 
School development plans do not replace the school's 
overall goals. the school development plan sets 
out the process by which the school moves towards the 
overall vision through the specification of a set of 
more immediate objectives and strategies by which the 
vision will be pursued. Schools are advised to 
limit the number of, objectives addressed, rather than 
attempt a large number of objectives, if this is 
likely to mean only partial achievement of their 
intended outcomes. 
In their development plans schools seek to indicate 
the expected outcomes for each of the objectives in a 
way that readily allows them to assess whether they 
have attained the objective. Performance levels 
indicated in outcome statements are set at a level 
which encourages school staff to achieve high levels 
of performance, but not so high that they deter staff 
from attempting to reach them. 
Schools conduct their own annual internal review of 
progress in terms of their school development plan. 
In addition, this internal review process assesses 
potential areas of development that the school needs 
to address in its current forward plan or at the end 
of the present three-year development cycle. 
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The school development plan should not be regarded as immutable. 
It should be adapted to meet changed circumstances in the 
internal and external environment of the school as and when 
necessary. At the same time, every reasonable effort should be 
made to achieve the objectives set for each year. 
The school development plan should be seen as a plan to achieve 
objectives which will bring the school closer to realizing its 
long-term educational goals. These goals, in turn, were set to 
enable the school to achieve its mission and its vision. 
5.4.4.5 The governing body 
The term governing body is used to denote a group of people who 
are responsible for carrying out similar, but not necessarily the 
same, functions to those carried out at present by the governing 
bodies of state-aided (Model C) schools. 
The White Paper (SA GN 196 1995:70) suggests that the " ... term 
"governing body" should be used as the general term to describe 
school governance structures in all categories of schools". The 
governing body should, in accordance with the White Paper (SA GN 
196 1995: 70), be composed of elected representatives of teachers, 
parents and students (in secondary schools only). The Hunter 
Committee also agrees that the term "governing Body" should be 
uniformly used (Hunter Committee 1995:54) and supports the 
composition of the boverning body mentioned above, but included 
non-teaching staff and members of the community in its recommen-
dations (Hunter Committee 1995:55). It also recommends that" 
parents and guardians should have the largest representation 
of the constituencies represented on the governing body". 
The researcher suggests that, in accordance with the principle 
that requires education authorities at all levels to 11 share 
all relevant information with stakeholder groups, and to treat 
them genuinely as partners" (SA GN 196 1995:22), provision also 
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be made for the local community to be represented on the 
governing body. It is, furthermore, suggested that the governing 
body be composed of between eight and fifteen members, the 
numbers increasing with the size of the school and the degree of 
authority delegated or decentralized to the school. The numbers 
of representatives allocated to each group of role-players should 
be such that a balance between the groups is maintained in 
accordance with the principle that" ... parents have the most 
at stake in the education of their children, and this should be 
reflected in the composition of governing bodies, where this is 
practicably possible" (SA GN 196 1995:70). The composition of 
governing bodies should also" ... be sensitive to racial and 
gender representation" (SA GN 196 1995:70), although this might 
prove difficult to put into practice regarding elected members. 
The governing body should form the policy group of the school and 
be responsible for approving the charter, school policies, the 
formulation of the school's goals and the school development 
plan. 
The extent to which authority is delegated to a school should 
depend on the type and level of expertise available in the school 
community and the willingness of the school community to accept 
a lesser or greater responsibility for the management of the 
school, in other words on their desire and " capacity to 
render effective service" (SA GN 196 1995:70) to the school. 
Governing bodies should, in the opinion of the researcher, make 
every endeavour to establish a capacity-building programme at the 
school to improve the managerial skills of all stakeholders, thus 
giving effect to another principle of governance stated in the 
White Paper (SA GN 196 1995: 70). Such a capacity-building 
programme should result in the role-players becoming better 
equipped to practise participative management and in a clearer 
definition of the role of all participants in school management 
(see par. 5.4.2). 
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A structure for developing a capacity-building programme open to 
all role-players and stakeholders of the school should form an 
integral part of the management structure of the school (see 
below). Such a programme could comprise in-service training and 
the use of commercial training programmes in educational 
management. 
At the very least, it is suggested that the governing body be 
responsible for the formulation of the school's charter, policies 
and goals and the management of school finances. As the variety 
and level of skills available to the school increases, other 
responsibilities should be decentralized to the school level. 
These could include responsibilities such as the following: 
• Formulation of a school development plan 
• Selection and appointment of staff 
• Developing programmes =or disadvantaged groups 
• Fostering a climate of democracy and human rights at the 
school 
• Developing out-reach programmes in the school 
The Hunter Committee (1995:56-57) recommends that the governing 
body should have rsponsibility for the following: 
• The school's mission, goals and objectives 
• Fund-raising and the control of finances 
• School-community communication strategies 
• school budget priorities 
• codes of behaviour for staff and learners 
• school times and timetable 
• subject choices and the extra-mural curricula 
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• services and community partnerships related to social, 
health, recreational and nutreitional programmes 
• methods of reporting to the parents 
• Community use of school facilities 
• Local coordination of s~rvices for children and youth 
• Development, implementation and review of governing body 
policy 
• Appointment of administrative staff 
• Recommend teachers to the provincial authority for ap-
pointment 
• Make recommendation to either the school management commit-
tee or the provincial department on a range of issues, 
including 
school level curriculum choices; and 
selection of temporary teachers for appointment by 
governing body. 
• In addition 
establish its goals, priorities and procedures; 
organize information and training sessions to enable 
members of the governing body to develop their skills; 
hold a minimum of four meetings a year; 
communicate refularly with parents and other members 
of thr community, to seek their views and preferences 
with regard to matters being addressed by the gover-
ning body, and to report; and 
promote the best interests of the school community. 
Governing bodies should also be able to negotiate certain 
functions, which would include the following (Hunter Committee 
1995:57): 
• Maintenance of buildings 
• Purchase of textbooks and materials 
• Purchase of equipment 
• Responsibility for light and waterf accounts 
290 
At this point, the researcher deems it necessary to mention the 
question of equity of funding to self-managed schools. It was 
mentioned above that governing bodies should manage the school's 
finances. Caldwell (1994:79) talks about schools " .. deter-
mining the best mix of resource, including staff". This implies 
that a governing body should have complete control over the 
school's budget and that the central authority makes a lump sum 
available to the school. Caldwell (1994:79) continues to say 
that " . . . one of the concerns expressed . . . was that such a move 
would lead to inequity among schools, that schools which were 
disadvantaged educationally or in their socio-economic setting 
would lose resources. The assumption was that schools would be 
funded on a uniform per pupil basis". He (Caldwell 1994: 79) 
recommends, however, that a " student-centred approach to 
allocating resources to schools, with differential grants 
according to the diagnosed educational needs of students" be 
adopted. According to Caldwell it is " ... approaches like this 
that offer the opportunity of a higher level of equity than was 
possible in the past when uniform grants, or a collection of 
uniform grants, ... prevailed" (Caldwell 1994: 80). This approach 
should quiet fears that school self-government will promote 
inequity, as it would thus make it possible to realize the White 
Paper's stipulation that " the state's resources must be 
deployed according to the principle of equity, so that they are 
used to provide essentially the same quality of learning 
opportunities for all citizens" (SA GN 196 1995:21). 
As the variety and level of management skills available to the 
school increases, not only the degree of self-management, but 
also the complexity of the management tasks allocated to the 
school, should improve and increase. For instance, as role-
players become more skilled at their tasks, they are likely to 
expand the scope and sophistication of fund-raising projects. 
This will result in a greater income for the school which, in 
turn, will increase the complexity of budgeting, allocation of 
funds, determination of priorities, financial control and other 
aspects of management. The principle that " ... state invol-
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vement in school governance should be at the minimum required for 
legal accountability, and should in any case be based on 
participative management" (SA GN 196 1995:70), should be borne 
in mind when delegating authority to governing bodies. 
As the size and complexity of a school increase, so will the 
complexity of managing the school increase, making it more 
difficult for the governing body to manage the school on its own. 
The governing body will, for the above-mentioned need for 
professional expertise, find it necessary to make use of 
specialized sub-committees to help it in its task. The governing 
body and the principal (as a member of the governing body and the 
chief executive officer of the school) will need a good com-
munication network to keep in touch with these sub-committees as 
well as with all the role-players and stakeholders in the school. 
It is essential to keep in touch with what is happening in the 
school and to convey this information to other interested 
parties, thus improving the transparency of school self-manage-
ment is also improved. 
5.4.4.6 Sub-committees of the governing body 
All self-managing schools, with the possible exception of the 
smallest, will, in the opinion of the researcher, find it 
necessary to establish specialized sub-committees to assist the 
governing body with the management of the school. The bigger and 
more complex the school, the more numerous and more specialized 
these sub-committees will tend to be. In a small school, one 
sub-committee may be sufficient to deal with all pupil matters. 
In a big secondary school, however, a number of sub-committees 
may be necessary to deal with specialized areas affecting pupils, 
such as sport, cultural matters, school rules and regulations. 
There are several advantages attached to the use of sub-
committees as integral structures of self-managing schools. 
These advantages include the following: 
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• If the delegating process is dealt with efficiently, they 
reduce the work load of the governing body. 
• They make it possible for specialized matters to be dealt 
with by people with appropriate skills, knowledge and 
expertise. 
• They make it possible for more people to participate in the 
management of the school. 
• They make it possible for people to participate in areas of 
management that are of particular interest to them. 
• They make it possible for people to participate in areas 
appropriate to their level and type of skill. 
• They can provide a valuable means to train people serving 
on them in managerial skills and expertise (so-called 
"capacity building"). 
• They make a valuable contribution to building a climate of 
democracy and respect for human rights in the school. 
• They can contribute to the efficiency and productivity of 
the school. 
• They can, therefore, contribute significantly to the 
provision of effective education in the school. 
In Figure 5.4 (on page 279) the sub-committees are designated as 
sub-committee "1" to sub-committee "n". This was done pur-
posefully to indicate that the number and specific area of 
responsibility of sub-committees can and should vary from school 
to school and should reflect the particular situation at a 
particular school. 
Certain general points, however, need to be made regarding sub-
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committees. In the first place, the members of sub-committees 
should as far as possible be elected and not appointed so as to 
give effect to the principle that " democratic government 
should increasingly be reflected in every level of the system" 
(SA GN 196 1995:22). In certain instances some sub-committee 
members will, because of their position, need to be appointed. 
On a Natural Sciences sub-committee, for example, the Head of 
Department: Natural Sciences should ex officio be a member of 
the committee. 
The governing body, and particularly the principal, in his role 
as chief executive officer and educational manager of the school, 
have a very important advisory role to play regarding all sub-
committees. It is essential, if the sub-committees are to 
function efficiently and effectively, that they be composed of 
members who are both interested in the particular work of the 
sub-committee and have the necessary expertise demanded by the 
work. 
Reliance on the elective principle makes it difficult to ensure 
that the provisions of interest and expertise are always complied 
with. Caldwell (1994:81) recommends that " ... there should be 
appropriate consultation with stakeholders, and much planning 
should be carried out in teams, at the management level and among 
staff in their areas of interest and expertise". The principal 
can, nevertheless, without directly influencing the choice of 
members to sub-committees, with responsibility, guide both 
electors in their choice of nominees, and nominees in their 
choice of which sub-committees to stand for. 
One way of achieving this would be to compile a brochure in which 
all the management structures of the school are described 
according to their composition, functions and the expertise 
required of members. An estimate of the time members would be 
required to devote to the work of the various sub-committees 
should also be included in the brochure. In addition, such a 
brochure could include advice, such as the following, to 
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prospective sub-committee members and electors: 
• Prospective sub-committee members should carefully choose 
the sub-committee(s) whose work interests them and on which 
they consider themselves qualified to serve. They could 
list these sub-committees in their own order of priority. 
• Nobody should accept nomination for election to a sub-
committee whose work he/she is not interested in, does not 
feel qualified to serve on, or that requires more time than 
the person can devote to the task. 
• Electors should acquaint themselves with the interests, 
qualifications and service record of people they intend to 
nominate for a particular committee. 
• All people qualified to vote for candidates for the gover-
ning body the should be encouraged to exercise their right 
so that the people elected can feel that they have the 
support of the majority of electors. This will increase 
the legitimacy of decisions taken by sub-committees. 
The task of electors can be eased by asking all parents in the 
school to complete a questionnaire regarding their willingness 
to serve on the various management structures of the school and 
their particular spheres of interest and qualifications, as well 
as a resume of past service, thus providing a curriculum vitae. 
This information could be stored in a computer data base and the 
relevant information retrieved and distributed when nominations 
for a particular management structure are required. 
Sub-committees cannot operate in a vacuum if the management of 
the school is to proceed in a unified direction. Sub-committees 
need to be guided by the school goals and development plan. They 
also need to communicate with each other and with the governing 
body. 
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The researcher proposes that sub-committees should operate 
according to a modified collaborative school management cycle, 
as illustrated in Figure 5.6 (on page 297). Each sub-committee 
will, within the parameters of the school goals and development 
plan, do its own needs assessment and set its own objectives. 
The sub-committee should evaluate all its proposed objectives 
according to the contribution they could make, either directly 
or indirectly, to improving both the effectiveness of education, 
the productivity and efficiency of the school, and they also have 
to contribute to effective educational management. Any proposed 
objective that does not contribute to this should be scrapped or 
rethought. 
Once the objectives have been set, they need to be arranged in 
order of priority. The sub-committee then needs to plan its 
strategies and take stock of the resources of time, people, 
facilities and money ~t its disposal or which it will need. This 
should be incorporated into a formal plan and budget indicating 
the proposed allocation of resources to each objective. The plan 
should also include a time schedule for the achievement of the 
objective. The plan and budget are then submitted to the 
management committee for approval. The plan and budget may need 
to be reviewed, depending on whether the governing body approved 
it as a whole or only in part. Once the plan and budget have 
been approved, the plan is implemented and, at the end of the 
time cycle, the results achieved are evaluated against the 
original objective. 
People other than members of the sub-committee may, for example, 
be used to implement the plans and to evaluate the results. 
Provision should, therefore, be made for communication between 
all involved in the work of the sub-committee. This includes 
feedback on the programmes. As circumstances could change, it 
should also be possible to review all plans and programmes at any 
time during the cycle. Provision is made for this in the model 
illustrated in Figure 5.6. 
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Provision is made in the cycle for a needs assessment which will 
affect the choice of objectives by a sub-committee. 
Kaufman and Herman (1991:150) offer a model which incorporates 
the hard data (i.e. facts and figures) and soft data (i.e. 
perceptions, values, beliefs and vision) which, when combined 
with Kaufman's organizational elements model and problem-solving 
approach (Kaufman 1983a:7), may be used to determine needs and 
place them in order of priority. Further needs assessments 
should also be made during other phases of the cycle each time 
a problem needs to be solved. This model, which will be briefly 
explained below, can be used in all such cases. 
5.4.4.7 Needs assessment 
Before discussing the model itself (graphically illustrated in 
Figure 5.6 on the previous page), the researcher considers it 
necessary to define the term "needs". Kaufman and Herman (19-
91 : 139) define a need as a gap between current and required 
results (researcher's underlining), between "what is" and "what 
should be" for results (Kaufman 1983b:14). 
Kaufman goes on to say (1983b:14) that" ... NEED ... is only 
used as a noun, not as a verb or in a verb sense. This defini-
tion encourages the exclusive use of NEED to describe a gap in 
results, not a gap in resources (Inputs) or methods and techni-
ques (Processes)". This can be illustrated by the following 
example: 
A school may have had a 88% Std 1 O pass rate but wishes to 
improve this to achieve a 95% pass rate. The NEED is, therefore, 
to improve the Std 10 pass rate by 7 percentage points. 
A gap between "what is" and "what should be" for inputs and 
processes is a quasi-need (Kaufman 1983b: 1 4). Thus a school 
which has R1 000 available for purchasing computer software but 
needs R15 000 for this purpose, has a quasi-need of R14 000. 
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The governing body will deal with both needs and quasi-needs, 
while sub-committees could deal mainly with quasi-needs. 
FIGURE 5.7 A needs assessment model (from Kaufman 1983a:7 
and 1991:151) 
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W•l•T 
i I 
\'-'" 
' I 
~t~iu~8i 
Cua!.i·Nncas Internal \ 
Needs ,\:r,sessmen1s Needs Auessmonls NeecisE~=~~=~monl 
Identify 
detailed 
requirements 
(S) 
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I 
' 
Merge needs data 
Performance-based 
needs 
\) 
•g_·~-~ < Q) l'D ::J Cl.. ~ ;; l'D a-
(2) 
Determine 
agreements and 
disagreements 
(3) 
Place needs in 
priority order 
( '1) 
The first step in the needs assessment model is to collect hard 
and soft data relevant to the school or work of the sub-commit-
tee. It should be borne in mind that soft data is unreliable if 
unsupported by actual performance results. It is suggested that 
the governing body consider all five organizational elements, 
namely inputs, processes, products, outputs and outcomes, when 
doing a needs assessment prior to setting school goals. These 
concern the assessment of the quasi-needs, the internal needs and 
the external needs of the school. The external needs have to do, 
for instance, with the results obtained in external examinations 
(outputs) and how successfully the pupils integrate into society, 
both socially and economically, after leaving school (outcomes). 
Other management structures only have to consider the first three 
organizational elements (i.e. inputs, processes and products) 
which are concerned with the quasi-needs and internal needs of 
the school. 
Once all relevant data have been collected, needs and quasi-needs 
(refer to definitions above) can be determined for the particular 
organizational elements in question. Once the needs have been 
identified, they may be entered in the organizational matrix. 
The third step is for all members of the organizational structure 
to reach agreement on the identified needs. If agreement is 
reached the needs can be placed in order of priority. If 
agreement is not reached, however, the needs should be restudied 
and revised. 
The remaining steps in the assessment model may be put into 
operation once the needs have been placed in order of priority. 
The processes involved in this model may appear long-winded, but 
they ensure that relevant needs, on the one hand, and quasi-
needs, on the other hand, are identified and and separated. 
Moreover, it that these needs are related to the vision, mission 
and goals of the school. It is felt that once a committee 
becomes used to operating according to the model, it will, in the 
long run, result in time being saved, as time and energy will not 
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be wasted on pursuing objectives based on non-existent or 
irrelevant needs and quasi-needs. 
5.4.5 A proposed model in relation to the problems of self-
management of schools in South Africa 
In Chapter 1 the interpretation of exactly which powers and 
responsibilities have been decentralized to the governing body, 
and to what extent, was quoted as one aspect of the problem 
facing so-called Model c schools. 
The proposed model allows room for these duties and responsi-
bilities to be identified and defined properly. The iden-
tification and definition of these duties and responsibilities 
is also proposed by the ANC in its Draft Policy for Education and 
Training (ANC 1994:26) in the following terms: 
The relationship between the principal and the school 
board [governing body] is extremely important for the 
well-being of the school community and the implemen-
tation of the school mission within provincial and 
national policies. It is essential to establish this 
relationship on a clear legal footing, so that lines 
of accountability between the principal, the school 
board [governing body] and the Provincial Education 
and Training Authority are understood by all concerned 
and function in a transparent way. 
If this proposal of the draft ANC policy is accepted and put into 
practice, it will make the parameters within which school self-
management is to operate clear from the start and remove the 
uncertainty to which Model C schools are at present subject due 
to the legal provision that the Minister may, by notice in the 
Gazette, determine the conditions under which state-aided schools 
can operate (SA 1993, sec. 29(2A)). 
The governing body should, in the opinion of the researcher, 
supplement the authority of the principal, who should also be a 
member of the governing body. Caldwell (1994:79) is perturbed 
that while, under the traditional system of school management, 
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" ... principals have been responsible for what occurs in their 
schools, they have in the main lacked the authority to make 
certain kinds of decisions which are consistent with that 
responsibility; for example, the selection of staff and deter-
mining the best mix of resources, including staff, to address 
priori ties in the school plan". If such authority were to be 
given to governing bodies, the ability of principals to address 
these issues should, because of their membership of the governing 
body, be greatly enhanced. Unfortunately, the Hunter Committee 
only recommends that" ... governing bodies should recommend to 
the provincial authority the appointment of teachers" (Hunter 
Committee 1995:56). 
Another aspect of the problem is precisely how the governing body 
will execute its functions. The proposed model, it is suggested, 
gives sufficient guidance to governing bodies and sub-committees, 
while still allowing sufficient flexibility for schools to 
develop the model according to their own needs and circumstances. 
These needs include the need for proper instruction and, accor-
ding to Caldwell ( 1994: 80), schools should " use their 
authority to select and develop their staff so that approaches 
to learning and teaching truly match the educational needs of 
their students". 
Other aspects of the problem concerning the uncertainty regarding 
the dutis and responsibilities of those involved in school self-
management were the following: 
• Are parents sufficiently interested in the management of 
the school to exercise the responsibilities that have 
delegated to them? It is felt that the proposed model 
offers sufficient scope for parents to become involved in 
areas of school management in which they are interested or 
for which they have the necessary expertise. 
• Do parents have sufficient time available to manage a 
school at an optimum level of managerial effectiveness and 
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efficiency? In the first place, the model allows the 
degree of self-management accorded schools to be matched 
with the ability of parents to deliver effective service. 
Secondly, by providing for the establishment of various 
sub-committees making different demands on the time of 
members, the proposed model allows role-players to choose 
where and how they wish to become involved in the manage-
ment of the school according to the time they are prepared 
to devote to the task. Schools could also introduce a 
programme of in-service training (capacity-building pro-
gramme) to improve the managerial skills of all role-
players. 
• Do parents who accept management responsibilities have the 
necessary training and expertise in educational management 
to carry out these responsibilities? Again, the variety of 
sub-committees makes it possible for role-players to 
participate at a level commensurate with their expertise. 
The inclusion of a training programme for role-players 
should enable role-players to improve their management 
skills. 
As far as the draft policy of the ANC and the provisions of the 
White Paper are concerned, the proposed model enables democratic 
structures to be established at all levels of school management 
which make provision for the participation of all role-players 
and stakeholders interested in such participation. Furthermore, 
the proposed model enhances accountability to the national and 
provincial education departments (through incorporating the 
national and provincial education goals and policies in the 
school charter), the community (by including members of the 
community in the management structures of the school), and the 
parents and pupils (they are also included in the management of 
the school) . Moreover, the prominence given to good com-
munication in the proposed model can only improve the transparen-
cy of the school's management processes. 
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The model allows ample opportunity for the school to develop its 
own particular climate and brand of excellence within the bounds 
of a nationally and provincially determined framework. 
The amount of self-government decentralized to schools can, under 
the proposed model and depending on the capacity of the school 
to accept self-government, vary from very little to the maximum 
commensurate with the requirements of legal accountability and 
bearing in mind that " whatever can best be done at the 
school level should be done at that level " (Caldwell 
1994: 82). In this regard, Sackney and Dibski ( 1994: 111) maintain 
that if self-managed schools are to be effective they should 
" have ( 1) real decision-making power with respect to 
personnel and material resources, (2) an aggressive staff 
development process whereby administrators and teachers acquire 
new knowled<Je and skills, (3) a comprehensive data base that 
) 
shows how well the organization is doing, and (4) a new compen-
sation package consisting of knowledge- and skill-based pay". 
Through encouraging the participation of parents, the proposed 
model makes it possible to gauge the capacity of parents to pay 
school fees, should the authority to levy compulsory school fees 
be delegated to governing bodies, as well as the quality of 
schooling desired by the parents. 
Lastly, the proposed model qualifies as a model for school self-
management in terms of Caldwell and Spinks' s ( 1988: 5) definition, 
as it allows for significant and consistent decentralization to 
the school level of authority to make decisions related to the 
allocation of resources within the framework of provincial and 
national policies and guidelines. 
The proposed model is, in the opinion of the researcher, appli-
cable to all schools in South Africa, as it allows individual 
schools to accept as much or as little self-management as is 
consistent with the capacity of their communities to provide 
effective and efficient service. It also allows schools to 
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accept increased self-management as their communities gain in 
management skills and expertise. 
The involvement of people representing all groups interested in 
the management of the school in democratically elected structures 
accountable for their actions should, furthermore, play a 
significant role in developing a democratic and responsible 
culture in South Africa. 
Schools are, however, unlikely to achieve this on their own. 
According to Sackney and Dibski (1994:111), they will need the 
support of education departments that have transformed their " 
... culture from one of control to that which values autonomy and 
empowerment''. 
The emphasis placed on participative management involving all 
sectors of the community by both the ANC in their Draft Policy 
Document (ANC 1994) and the Ministry of Education in the White 
Paper (SA GN 196 1995) is a positive aspect of the proposed 
model. The flexibility of the model, as has been stated, also 
makes it suitable for schools in communities with a managerial 
capacity. 
5.5 RECOMMENDATIONS FOR FURTHER RESEARCH 
It is felt that the following topics could provide scope for 
fruitful further research: 
• The definition of a number of levels of self-government, 
depending on the capacity of the community to deliver 
efficient and effective service. Such def ini ti on should 
include the functions to be allocated to schools and the 
relationships between the principal, governing body and 
provincial education department. 
• The criteria for determining the level of self-government 
that a school can cope with as well as criteria for deter-
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mining when a school is ready to progress to the next 
higher level of self-management. 
• Guidelines on the content and implementation of programmes 
to develop the school management capacity of role-players 
and stakeholders. 
• Guidelines on the role of education support services 
regarding self-managing schools. 
5.6 CONCLUSION 
Effective educational management, and,therefore, also self-
management of schools, is not an end in itself. Its object 
should always be to provide an environment in which education can 
take place. Education is not merely a question of transferring 
knowledge; it is also intimately concerned with values. Battery 
(1992:149) maintains that" ... the management of schools should 
be more centrally concerned with the personal, social and 
political development of the individuals within its sphere of 
responsibility. Children, then, should not be seen as products 
but as participants in the exercise of schooling. However, 
school management for both ethical and practical reasons must 
address the development of both the children and the adults 
within the institution. Both groups have developmental needs 
which a school can go a long way to satisfying. And only by 
schools being seen as embodying good practice through their 
treatment of their adult members can pupils fully understand 
management processes." 
Battery ( 1992: 158) goes on to say that " it is surely a 
deficiency in the running of the school if those taught are not 
consulted about the manner of their treatment, and about 
suggestions for improvement. not to consult children would 
specifically be a failure to educate them towards democratic 
involvement within the community as a whole." 
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The proposed model for the self-management of schools would en-
able schools to fulfil their obligations to pupils, staff, 
parents and the broader community, both democratically and 
ethically while, at the same time, implementing sound principles 
of effective educational management. Moreover, the proposed 
model for school self-government could enable South African 
schools to nurture a culture of democracy and human rights and 
to encourage the participation of the community in managing the 
schools which provide education for their children. 
The proposed model is not seen as a panacea or as a quick-fix 
solution for problems facing schools, but as a contribution to 
the debate on effective school management. 
Taking all the 
( 1 9 9 4 : 8 2 ) quite 
relevant variables 
aptly warns that II 
into account, Caldwell 
the transition is a 
traumatic one in some nations where economic difficulty is 
encountered". It is realized that, should the model be adopted, 
it would require dedicated work on the part of all role-players 
concerned to implement the model successfully. It is also 
realized that self-management on its own is unlikely to improve 
the quality of education. Sackney and Dibski (1994:111) maintain 
that " ... governance strategy ought to be implemented along with 
curriculum and instruction reforms if the goal is to increase 
school productivity". It is, however, felt that the potential 
benefits to school management to be accrued from the model are 
such as to make the effort of implementing it in managerial 
practice in schools worthwhile. 
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APPENDIX A 
FIRST QUESTIONNAIRE TO PRINCIPALS OF STATE-AJDJ(l) SCHOOLS 
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Navrae: 
Enquiries: Mr J.B.M. Knott 
Ver.v.: 
Ref.: 
Tel.: (012) 317-4068 
DEPARTEMENT VAN ONDERWYS EN KULTUUR 
DEPARTMENT OF EDUCATION AND CULTURE 
AOMl_NISTRASIE: VOll:SUAD 
AOMINISTR.A TION: HOUSE Of ASSEM!l y . 
TRANSVMLSE ONDERWVSDEPARTEMENT 
TRANSVMLEDUCATION DEPARTMENT 
EDUCA~ION RESEARCH BUREAU 
------ -----~-- -------
TOD-gebou 
TED Building 
Prlvaatcal< X76 
Private Ba~ X76 
PRETOR!A CXXl1 
8 April 1993 
TO: PRINCIPALS OF STATE-AIDED SCHOOLS 
Dear Doctor/Mister/Madam/Miss 
INVESTIGATION INTO THE ROLE AND FUNCTION OF PRINCIPALS OF STATE-
AIDED SCHOOLS IN THE TRANSVAAL 
At the request of the Executive Director of Education, the 
Education Research Bureau is conducting an investigation into the 
role and function of principals of state-aided schools in the 
Transvaal. For this purpose questionnaires are being sent for 
completion to all principals of state-aided schools in the 
Transvaal. 
Without your co-operation it will not be possible to carry out 
this investigation. Your honest and frank answers are of the 
utmost importance to us, as without them we cannot obtain a true 
picture of what you regard as being the role and functions of the 
principal of a state-aided school. 
It would be appreciated if the compl~ted questionnaire could be 
, returned in the addressed envelope provided, to reach this office 
not later than 30 April 1993. 
Should you have any queries concerning the questionnaire, please 
don't hesitate to contact Mr J.B.M. Knott at (012) 317-4068. 
Thank you very much for your co-operation in this investigation. 
Yours sincerely 
EDUCATION 
Rig konHpot>d•nol• t.&t'I er .. u~~·nd· D!roldo-vt: Tra.~rvu.1 .. Ond4,..,.,....:i.p&11em.nl .,, rNld w~m·r 
Addrn.• conupondoneo lo l,.,_ E•><UI._. Dil'K'I~ Tl'L"l . ..ul Ed~lon O.p&llmon( &1'd c;uo!e r..<or•ne.o nvmb.r 
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~ TM"ISOtlDfTI'.A."SlOD 
FAX: (J12j l17~ 
QUESTIONNAIRE FOR PRINCIPALS OF STATE-AIDED SCHOOLS 
ROLE AND FUNCTIONS OF PRINCIPALS OF STATE-AIDED SCHOOLS 
The purpose of this questionnaire is to investigate the role and 
functions of principals of state-aided schools. 
Please complete the questionnaire without identifying yourself 
or your school. 
All information will be treated as confidential and will be used 
for research purposes only. 
INSTRUCTIONS FOR THE COMPLETION OF THE QUESTIONNAIRE 
1. Please answer the questions as follows: 
1 .1 Encircle the appropriate number, e.g. 
Type of school 
TYPE OF SCHOOL 
Pre-primary 1 
Primary 2 
Secondary 3 
Combined 4 
Special 5 
Clinic 6 1 
1 .2 Fill in a number in a block, e.g. 
How many teaching posts does the school have on its 
establishment? 
I TEACHING POSTS I NO. II I I Subsidized 
I 11 
5-6 I 
: Non-subsidized 7-8 I I 
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1 .3 Draw a cross at the appropriate position on a scale bar to 
indicate your opinion, e.g. 
To what extent do you experience problems from a school 
management perspective with the following matters? 
1 = Experience no problems 
2 Experience it as a slight problem from time to time 
3 = Experience it regularly as a slight problem 
4 Experience it as a reasonable problem 
5 = Experience it as a serious problem 
6 = Experience extremely great problems 
12.1 The expertise of the parent body 
I I I I II 126 II 
1 2 3 4 5 6 
1 . 4 In Questions 8-11 ' please draw a cross in the appropriate 
column/s 
1 .5 State your considered opinion concerning a specific matter 
or provide certain information in the space provided. 
Should there be insufficient space, please use a separate 
sheet of paper and attach it to the questionnaire. 
QUESTIONNAIRE 
QUESTION 1 
Type of school 
TYPE OF SCHOOL 
Pre-primary 1 
Primary 2 
Secondary 3 
Combined 4 
Special 5 
Clinic 6 1* 
* In each question, please ignore the number in the last 
column. 
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QUESTION 2 
Grading of school 
GRADING OF SCHOOL 
pp III 1 
pp IV 2 
p I 3 
p II 4 
p III 5 
p IV 6 
GS 7 
s I 8 
s II 9 2 
QUESTION 3 
Indicate the medium of instruction used at the school. 
MEDIUM OF INSTRUCTION 
English 1 
Afrikaans 2 
English and Afrikaans 3 
Other (specify) 4 3 
QUESTION 4 
Does the school have a boarding establishment attached to it? 
11 11 
Yes No II 
1 2 II 4 I I 
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QUESTION 5 
How many teaching posts does the school have on its establish-
ment? 
I TEACHING POSTS I NO. II I 
I Subsidized 
I 11 
5-6 I 
: Non-subsidized 7-8 I I 
QUESTION 6 
How many administrative posts does the school have on its 
establishment? 
I ADMINISTRATIVE POSTS I NO. II I 
I Subsidized 
I 11 
9-10 I 
: Non-subsidized 11-12 I I 
QUESTION 7 
State the name of the city/town in which the school is situated, 
or, if the school is not situated in a city/town, state the name 
of the nearest city/town. 
In QUESTIONS 8 - 11, the letters under the heading PERSONS/BODIES 
RESPONSIBLE refer to the following persons/bodies: 
P: Principal 
D: Senior Deputy/Deputy/Heads of Department 
GB: Governing Body 
T: Teaching staff (other than in 2 above) 
Ad: Administrative staff 
Pr: Prefect Body 
Pu: Pupils 
Sk: SO(kr) 
Sa: SO(ak) 
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QUESTION 8 
Indicate, in the following table, who you regard as responsible 
for the planning functions in the stated areas. More than one 
alternative may be indicated. 
PLANNING FUNCTION PERSONS/BODIES RESPONSIBLE I I 
p D GB T Ad Pr Pu Sk Sa I I 
Formulating the 
I 14-22 I aims of the school 
Formulating the D objectives of the school in the following areas: 
- Staff affairs I 23-31 I 
- Pupil affairs I 32-40 I 
- Curriculum 
I 
41-49 
I matters 
- Teaching 
I 50-58 I matters 
- Physical 
I 
59-67 
I facilities 
- Financial 
I 
68-76 
I affairs 
- Relations EJ with other role players 
Formulating policy D for the following areas: 
- Staff affairs 86-94 I 
- Pupil affairs 95-103 
- Curriculum 104-112 
matters 
- Teaching 113-121 
matters 
- Physical I 122-130 facilities 
- Financial 
I 
131-139 
affairs 
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PLANNING FUNCTION PERSONS/BODIES RESPONSIBLE I I 
p D GB T Ad Pr Pu Sk Sa I I 
- Relations EJ with other role players 
Decision-making in D the following areas: 
- Staff affairs 149-157 
- Pupil affairs 158-166 
- Curriculum 167-175 
matters 
- Teaching 176-184 
matters 
- Physical 185-193 
facilities 
- Financial 194-202 
affairs 
- Relations EJ with other role players 
Problem-solving in D the following areas: 
- Staff affairs I 212-220 I 
- Pupil affairs I 221-229 I 
- Curriculum 
I 230-238 I matters 
- Teaching 
I 239-247 I matters 
- Physical 
I 248-256 I facilities 
- Financial 
I 257-265 I affairs 
- Relations EJ with other role players 
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QUESTION 9 
Indicate, in the following table, who you regard as responsible 
for the organizing functions in the stated areas. More than one 
alternative may be indicated. 
ORGANIZING PERSONS/BODIES RESPONSIBLE CJ FUNCTION 
p D GB T Ad Pr Pu Sk Sa I I 
Creating organiza- D tion structures for the following management areas: 
- Staff affairs I 275-283 I 
- Pupil affairs I 284-292 I 
- Curriculum I 293-301 I matters 
- Teaching I 302-310 I matters 
- Physical I 311-319 I facilities 
- Financial I 320-328 I affairs 
- Relations 1329-3371 with other 
role players 
Delegating duties 
and functions to 
persons involved 
in the following 
management areas: 
- Staff affairs 338-346 I 
- Pupil affairs 347-355 I 
- Curriculum 356-364 I matters 
- Teaching 365-373 I matters 
- Physical 374-382 I facilities 
- Financial 383-391 I affairs 
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ORGANIZING PERSONS/BODIES RESPONSIBLE D FUNCTION 
p D GB T Ad Pr Pu Sk Sa I I 
- Relations I 392-400 I with other 
role players 
Co-ordinating the 
duties and func-
tions of the fol-
lowing management 
areas: 
- Staff affairs 401-409 I 
- Pupil affairs 410-418 I 
- Curriculum 419-427 I matters 
- Teaching 428-436 I matters 
- Physical 437-445 I facilities 
- Financial I 446-4541 
affairs 
- Relations 1455-4631 with other 
role players 
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QUESTION 10 
Indicate, in the following table, who you regard as responsible 
for providing guidance in the stated areas. More than one 
alternative may be indicated. 
GUIDANCE TO BE PERSONS/BODIES RESPONSIBLE I I PROVIDED 
p D GB T Ad Pr Pu Sk Sa I I 
Building relations 464-472 
between the vari-
ous role players 
involved in the 
school. 
Leadership within D the following areas of manage-ment: 
- Staff affairs I 473-481 I 
- Pupil affairs I 482-490 I 
- Curriculum I 491-499 I matters 
- Teaching I 500-508 I matters 
- Management of D physical facilities 
- Financial 1518-5261 
affairs 
- Relations D with other role players 
Motivating persons D involved in the following areas of school management: 
- Staff affairs I 536-544 I 
- Pupil affairs I 545-553 I 
- Curriculum I 554-562 I matters 
- Teaching I 563-571 I matters 
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GUIDANCE TO BE PERSONS/BODIES RESPONSIBLE D PROVIDED 
p D GB T Ad Pr Pu Sk Sa I I 
- Physical I 572-580 I facilities 
- Financial I 581-589 I affairs 
- Relations 1590-5981 with other 
role players 
Building cornrnuni-
cations between 
all the role 
players involved 
in the following 
areas of school 
management: 
- Staff affairs 599-607 I 
- Pupil affairs 608-616 I 
- Curriculum 617-625 
matters 
- Teaching 626-634 
matters 
- Physical 635-643 
facilities 
- Financial I 644-652 
affairs 
- Relations B with other role players 
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QUESTION 11 
Indicate, in the following table, who you regard as responsible 
for the functions of control in the stated areas. More than one 
alternative may be indicated. 
FUNCTION OF PERSONS/BODIES RESPONSIBLE D CONTROL 
p D GB T Ad Pr Pu Sk Sa I I 
Controlling that 
instructions 
issued to people 
involved in the 
following areas of 
school management 
are carried out: 
- Staff affairs 662-670 I 
- Pupil affairs 671-679 I 
- Curriculum 680-688 I matters 
- Teaching 689-697 I matters 
- Physical 698-706 I facilities 
- Financial 1707-7151 
affairs 
- Relations C3 with other role players 
Observing and 
measuring the 
activities of 
persons involved 
in the following 
areas of school 
management: 
- Staff affairs 725-733 I 
- Pupil affairs 734-742 I 
- Curriculum 743-751 I matters 
- Teaching 752-760 I matters 
- Physical 761-769 I facilities 
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FUNCTION OF PERSONS/BODIES RESPONSIBLE 
I I CONTROL 
p D GB T Ad Pr Pu Sk Sa I I 
- Financial I 770-778 I affairs 
- Relations 1779-7871 with other 
role players 
Evaluating the 
activities of 
persons involved 
in the following 
areas of school 
management: 
- Staff affairs I 788-796 I 
- Pupil affairs I 797-805 I 
- Curriculum I 806-814 I matters 
- Teaching 
I 815-823 I matters 
- Physical 
I 824-832 I facilities 
- Financial I 833-841 I affairs 
- Relations I 842-850 I with other 
role players 
Initiating correc-
tive actions to be 
taken by persons 
involved in the 
following areas of 
school management: 
- Staff affairs I 851-859 
- Pupil affairs I 860-868 
- Curriculum 
I 869-877 matters 
- Teaching 
I 878-886 matters 
- Physical 
I 887-895 facilities 
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FUNCTION OF PERSONS/BODIES RESPONSIBLE D CONTROL 
p D GB T Ad Pr Pu Sk Sa I I 
- Financial I 896-904 I affairs 
- Relations [:::J with other role players 
QUESTION 12 
To what extent do you experience problems from a school manage-
ment perspective with the following matters? If you experience 
the matter as a reasonably serious to extremely grave problem (4-
6 on the scale bar), provide a possible solution in the space 
provided. 
1 = Experience no problems 
2 = Experience slight problems from time to time 
3 = Experience slight problems regularly 
4 = Experience reasonably serious problems 
5 = Experience serious problems 
6 = Experience extremely grave problems 
12.1(a) The expertise of the parent body 
11 91 4 11 
2 3 4 5 6 
(b) Possible solution 
12.2(a) The availability of the expertise in the parent 
community 
I I I I II 915 II 
2 3 4 5 6 
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(b) Possible solution 
12.3(a) The expertise of members of the governing body 
11 916 11 
1 2 3 4 5 6 
(b) Possible solution 
12.4(a) The amount of time which members of the governing body 
spend on school business 
I I I I II 917 II 
1 2 3 4 5 6 
(b) Possible solution 
12.S(a) The knowledge of the governing body with regard to 
educational management 
I I I I II 918 II 
1 2 3 4 5 6 
(b) Possible solution 
12.6(a) The definition of what "professional matters" 
comprises 
I I I I II 919 II 
1 2 3 4 5 6 
( b) Possible solution 
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12.7(a) The application for subsidies for pupils whose parents 
cannot afford to pay the school fees 
I I 11 920 11 
1 2 3 4 5 6 
(b) Possible solution 
12.8(a) The determination of school fees that are both 
acceptable to parents and sufficient for the proper 
running of the school 
I I I I II 921 II 
1 2 3 4 5 6 
( b) Possible solution 
12.9(a) The collection of school fees 
11 922 11 
1 2 3 4 5 6 
(b) Possible solution 
12.10(a) The refusal of certain parents (other than those who 
genuinely cannot afford to pay) to pay the school fees 
11 923 11 
1 2 3 4 5 6 
(b) Possible solution 
12.11(a) Market research with a view to the purchase of stock 
I I 11 924 11 
1 2 3 4 5 6 
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(b) Possible solution 
12.12(a) Market research concerned with repair and maintenance 
I I I I II 925 II 
1 2 3 4 5 6 
( b) Possible solution 
12.13(a) Visits by suppliers 
11 926 11 
1 2 3 4 5 6 
(b) Possible solution 
12.13(a) The extra demands made on the expertise of the 
principal 
I I I I II 927 II 
1 2 3 4 5 6 
( b) Possible solution 
12.14(a) The principal's availability to pupils 
I I I I II 928 II 
1 2 3 4 5 6 
( b) Possible solution 
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12.15(a) The principal's availability to staff 
I I I I II 929 II 
1 2 3 4 5 6 
( b) Possible solution 
12.16(a) The principal's availability to parents 
I I I I !I 930 II 
1 2 3 4 5 6 
( b) Possible solution 
12.17(a) The principal's availability to others 
leiiUI 
1 2 3 4 5 6 
(b) Possible solution 
12.18(a) Communication between principal and parents 
I I I I IGEJI 
1 2 3 4 5 6 
( b) Possible solution 
12.19(a) Communication between principal and staff 
l l I I II 933 II 
1 2 3 4 5 6 
( b) Possible solution 
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12.20(a) Communication between principal and members of the 
governing body 
I I I I II 934 II 
1 2 3 4 5 6 
( b) Possible solution 
12.21(a) Communication between principal and the pupils 
I I I I II 935 II 
1 2 3 4 5 6 
( b) Possible solution 
12.22(a) Communication between principal and the local 
community 
I I I I II 936 II 
1 2 3 4 5 6 
( b) Possible solution 
12.23(a) Drawing up the budget 
11 937 11 
1 2 3 4 5 6 
(b) Possible solution 
12.24(a) Ensuring that expenditure is kept within the budget 
IGiiJI 
1 2 3 4 5 6 
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(b) Possible solution 
QUESTION 13 
Indicate the extent to which you agree with the following 
statements: 
1 = Agree totally 
6 = Disagree totally 
13.1 
13. 2 
13. 3 
13. 4 
13.5 
The principal is the chief executive officer 
of the school. 
I I I I II 939 II 
1 2 3 4 5 6 
The principal is the employee of the governing body. 
I I I I l~I 
1 2 3 4 5 6 
The principal has a dual responsibility to the govern-
ing body and the TED. 
I I I I IG;JI 
1 2 3 4 5 6 
The functions and duties for which the principal is 
responsible to the governing body and to the TED 
respectively have been clearly stipulated. 
11 942 11 
1 2 3 4 5 6 
The principal is the main facilitator between all the 
role players concerned with the school. 
leiiUI 
1 2 3 4 5 6 
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13. 6 The principal of a state-aided school is no longer the 
"head" of the school but rather part of a management 
team. 
11 944 11 
1 2 3 4 5 6 
QUESTION 14 
State the average number of hours per week which you devote to 
the following school activities: 
ACTIVITY HOURS I 
Professional 945-946 I 
Administrative 947-948 I 
Extracurricular 949-950 I 
Other (specify) I 951-952 I 
I 953-954 I 
I 955-956 I I Total I II 957-959 l 
QUESTION 15 
Are you able to perform all your duties in the following areas 
of school activity in the time available? 
ACTIVITY Yes No I I 
Professional 1 2 I 960 I 
Administrative 1 2 I 961 I 
Extracurricular 1 2 962 I 
Other (specify) 1 2 963 I 
1 2 964 I 
1 2 965 I 
329 
QUESTION 16 
Should your answer concerning any aspects of QUESTION 15 be NO, 
please specify the particular activity for which you do NOT have 
sufficient time. 
QUESTION 17 
Please state briefly and clearly any other management problems 
which you as a principal of a state-aided school may experience 
and which have not been covered in the questionnaire. Number 
each problem separately. 
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APPENDIX B 
SECOND QUESTIONNAIRE TO PRINCIPALS OF STATE-AIDED SCHOOLS 
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Navrae: Mr J.B.M. Knott 
Enquiries: 
Verw.: 
Ref.: 
Tel.: (012) 317-4068 
DEPARTEMENT VAN ONDERWYS EN KULTUUR 
DEPARTMENT OF EDUCATION AND CULTURE 
AOMINISTRASIE: VOLKSRAAO 
ADMINISTRATION: HOUSE OF ASSEMBLY 
TRANSV AALSE ONDERWYSDEPARTEMENT 
TRANSVAAL EDUCATION DEPARTMENT 
EDUCATION RESEARCH BUREAU 
TOD·gebou 
TED Building 
Privaatsak X76 
Private Bag X76 
PRETORIA 0001 
10 January 1994 
TO: PRINCIPALS OF STATE-AIDED SCHOOLS 
Dear Doctor/Mister/Madam/Miss 
INVESTIGATION INTO THE MANAGEMENT OF STATE-AIDED SCHOOLS IN THE 
TRANSVAAL 
At the request of the Executive Director of Education, the 
Education Research Bureau is conducting an investigation into the 
management of state-aided schools in the Transvaal. For this 
purpose questionnaires are being sent for completion to 
principals of randomly selected state-aided schools in the 
Transvaal. Your school was selected to participate in the 
investigation. 
This investigation is a follow-up on a previous investigation 
into the role and functions of principals of state-aided schools 
conducted in 1993. 
Without your co-operation it will not be possible to carry out 
this investigation. Your honest and frank answers are of the 
utmost importance to us, as without them we cannot obtain a true 
picture of the management of a state-aided school. 
It would be appreciated if the completed questionnaires could be 
returned in the addressed envelope provided, to reach the 
Education Research Bureau not later than 28 January 1994. The 
results of the investigation will be communicated to your school 
as soon as the report has been finalized. 
Should you have any queries concerning the questionnaires, please 
don't hesitate to contact Mr J. Knott at (012) 317-4068. 
Thank you very much for your co-operation in this investigation. 
Yours sincerely 
/\ \ )'\1 i: >'l1l.vbl l-u..-<M 
for EXECUTIVE DIRECTOR: EDUCATION 
Rig ~one~pondt>nsie a.an die Uilvoercncie Direlleur: Tran 
Addrc.-ss correspondt'nce to the hl'cutive Dirt•Clor: Tram' 332 
ll•nl L·n mc·ld verv.·vsnommc-r 
and quote 1C'fr·rence num!.lcr 
..f' TRANSOND11 R.~NS[O 
r AX: !012) 317-4038 
QUESTIONNAIRE FOR PRINCIPALS OF STATE-AIDED SCHOOLS 
This questionnaire is a follow-up on one that was sent to 
principals during 1993, entitled: 
THE ROLE AND FUNCTIONS OF PRINCIPALS OF STATE-AIDED SCHOOLS 
The purpose of this questionnaire is to investigate certain 
aspects of the management of state-aided schools. 
Please complete the questionnaire without identifying yourself 
or your school. 
All information will be treated as confidential and will be used 
for research purposes only. 
INSTRUCTIONS FOR THE COMPLETION OF THE QUESTIONNAIRE 
1. Please answer the questions as follows: 
1 .1 Encircle the appropriate number e.g. 
Does your school have a written statement of vision? 
11 11 
Yes No II 
Ci) 2 II 1 I I 
1 .2 Enter the information in the space provided. 
2. The numbers in the far right-hand columns are for office 
use only and should be disregarded. 
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QUESTIONNAIRE 
QUESTION 1 
a) Does your school have a written statement of vision? 
(A vision, according to Peters and Austin, 
statement of where the school and its people are 
they should be proud of it.) 
11 
Yes 
1 
is 
heading, 
No 
2 
concise 
and why 
II ~ II 1 I 
b) If your answer to Question 1(a) was YES, please return a 
copy of the vision with the questionnaire. 
QUESTION 2 
a) Does your school have a written mission statement? 
b) If so, please return a copy of the mission statement with 
the questionnaire. 
QUESTION 3 
Does your school have overall, written objectives for the 
following areas of management? 
I AREA OF MANAGEMENT II RESPONSE II I 
Yes No 
Staff affairs 1 2 3 
Pupil affairs 1 2 4 
Curriculum/academic affairs 1 2 5 
Extracurricular affairs 1 2 6 
Physical facilities 1 2 7 
(provision and maintenance) 
Finance 1 2 8 
Relations with other role 1 2 9 
players 
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QUESTION 4 
Are staff expected to formulate written objectives for all their 
professional activities? 
ll~Y=es ===*===No =:II:== ====ill J , 2 11 , a I_ 
QUESTION 5 
Which of the following descriptions best describe 
(A) the management style practised at your school; 
(B) the management style which you would like to see practised 
at your school? 
(Choose only one description from column A and one from column 
B by drawing a circle around the appropriate numbers.) 
I DESCRIPTION IQ B 
All major decisions in the school are 1 1 
made by the principal on his own. 
All major decisions in the school are 3 4 
made by the governing body (which 
includes the principal) on its own. 
All major decisions are made by the 5 6 
principal after consulting others. 
All major decisions in the school are 7 8 
made by the governing body after 
consulting others. 
All major decisions are made by the 9 10 
principal together with others. 
All major decisions are made by the 1 1 1 2 
governing body together with others. 
None of the above 13 1 4 11-12 
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QUESTION 6 
In the space provided below, list the THREE MOST SERIOUS 
management problems (in order of importance), in your opinion, 
experienced by your school. 
I 
PROBLEM 
I 
CODE 
(for 
off ice 
use) 
13 
14 
1 5 
QUESTION 7 
Do you consider the management of your school to be well-geared 
to take the school successfully into a new, non-discriminatory 
education system? 
l~I Y=es ~No ==:l::=I ==111 _I 1 2 11 16 I_ 
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QUESTIONNAIRE TO CHAIRMEN OF GOVERNING BODIES OF ~>TATE--AIDED 
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Navrae: Mr J.B.M. Knott 
Enquiries: 
Ver.v.: 
Ref.: 
Tel.: (012) 317-4068 
DEPARTEMENT VAN ONDERWYS EN KULTUUR 
DEPARTMENT OF EDUCATION AND CULTURE 
ADMINISTRASIE: VOLKSR.MD 
ADMINISTRATION: HOUSE OF ASSEMBLY 
TRANSVAALSE ONDERWYSDEPARTEMENT 
TRANSVAAL EDUCATION DEPARTMENT 
EDUCATION RESEARCH BUREAU 
TOD·gebou 
TED Building 
Privaatsak X76 
Private Bag X76 
PRETORIA 0001 
10 January 1994 
TO: CHAIRMEN OF GOVERNING BODIES OF STATE-AIDED SCHOOLS 
Dear Doctor/Mister/Madam/Miss 
INVESTIGATION INTO THE MANAGEMENT OF STATE-AIDED SCHOOLS IN THE 
TRANSVAAL 
At the request of the Executive Director of Education, the 
Education Research Bureau is conducting an investigation into the 
management of state-aided schools in the Transvaal. For this 
purpose questionnaires are being sent for completion to the 
chairmen of governing bodies of randomly selected state-aided 
schools in the Transvaal. Your school was selected to 
participate in the investigation. 
Without your co-operation it will not be possible to carry out 
this investigation. Your honest and frank answers are of the 
utmost importance to us, as without them we cannot obtain a true 
picture of the management of a state-aided school. 
It would be appreciated if the completed questionnaires could be 
returned in the addressed envelope provided, to reach the 
Education Research Bureau not later than 28 January 1994. The 
results of the investigation will be communicated to your school 
as soon as the report has been finalized. 
Should you have any queries concerning the questionnaires, please 
don't hesitate to contact Mr J. Knott at (012) 317-4068. 
Thank you very much for your co-operation in this investigation. 
Yours sincerely 
for EXECUTIVE DIRECTOR: EDUCATION 
Rig Lont"spondtmsie aan die UitvO<"rcnde Dirt"lte-ur: Trans\' 
Addren corres.pondt>nce to 1he Eu·cuti\'t Oirf.>clor: Trans\"a, 3 3 8 
ment t..'n mt·ld Vl"r\\TSnommN 
nl and quote •«·lt·rencc number 
;.{' TRANSON011R .. NS£0 
f AX: 1012) 31 ;.~Q38 
QUESTIONNAIRE FOR CHAIRMEN OF GOVERNING BODIES OF STATE-AIDED 
SCHOOLS 
MANAGEMENT OF STATE-AIDED SCHOOLS 
The purpose of this questionnaire is to investigate the 
management of state-aided schools. 
Please complete the questionnaire without identifying yourself 
or your school. 
All information will be treated as confidential and will be used 
for research purposes only. 
INSTRUCTIONS FOR THE COMPLETION OF THE QUESTIONNAIRE 
1. Please answer the questions as follows: 
1 .1 Encircle the appropriate number, e.g. 
Type of school 
TYPE OF SCHOOL 
Primary CD 
Secondary 2 1 
1 .2 Draw a cross at the appropriate position on a bar scale to 
indicate your opinion, e.g. 
Indicate the extent to which you agree with the following 
statements: 
1 = Agree totally 
6 = Disagree totally 
6.1 The principal is the chief executive officer 
of the school, that is, it is his responsibility (a) 
to see that the decisions made by the governing body 
are carried out , and (b) to report on progress to the 
governing body. 
It 11 I IGJI 
1 2 3 4 5 6 
1 .3 State your considered opinion concerning a specific matter 
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or provide certain information in the space provided. 
2. The numbers in the far right-hand columns are for office 
use only and should be disregarded. 
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QUESTIONNAIRE 
QUESTION 1 
Type of school 
TYPE OF SCHOOL 
Primary 1 
Secondary 2 1 
QUESTION 2 
Indicate, in the following table, 
A: the extent to which the governing body is involved in each 
of the planning functions mentioned; and 
B: whether, in your opinion, the governing body should be 
involved in the planning function mentioned or not. 
Scale used in A: 
0: not involved at all 
1: involved together with others (e.g. staff, parents, etc.) 
2: solely involved (i.e. only the governing body, which 
includes the principal) 
Abbreviations used in B: 
Y: YES, teachers should be involved. 
N: NO, teachers should NOT be involved. 
I PLANNING FUNCTION I A II B II I 
L_1 0 1 2 y N LJ Formulating the overall aims of the school 
2.2 
Formulating the 
objectives of the 
school in the 
following areas: 
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I PLANNING FUNCTION I A II B II I 
2. 2. 1 0 1 2 y N 
I 
4-5 I - Staff affairs 
2.2.2 0 1 2 y N 
I 
6-7 I - Pupil affairs 
2. 2. 3 0 1 2 y N c:J - Curriculum matters 
2.2.4 0 1 2 y N 
I 
10-11 
I - Teaching matters 
2. 2. 5 0 1 2 y N D - Physical facilities 
2.2.6 0 1 2 y N c:J - Financial affairs 
2. 2. 7 0 1 2 y N D - Relations with other role players 
2.3 D Formulating policy for the following areas: 
2. 3. 1 0 1 2 y N 
I 
18-19 
I - Staff affairs 
2. 3. 2 0 1 2 y N 
I 
20-21 I - Pupil affairs 
2. 3. 3 0 1 2 y N D - Curriculum matters 
2. 3. 4 0 1 2 y N 
I 
24-25 I - Teaching matters 
2.3.5 0 1 2 y N D - Physical facilities 
2.3.6 0 1 2 y N D - Financial affairs 
2.3.7 0 1 2 y N LJ - Relations with other role players 
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I PLANNING FUNCTION I A II B II I 
2.4 D Taking decision which affect the following areas: 
2.4.1 0 1 2 y N 
I 
32-33 
I - Staff affairs 
2.4.2 0 1 2 y N 
I 
34-35 I - Pupil affairs 
2.4.3 0 1 2 y N D - Curriculum matters 
2. 4. 4 0 1 2 y N 
I 
38-39 
I - Teaching matters 
2. 4. 5 0 1 2 y N D - Physical facilities 
2.4.6 0 1 2 y N B - Financial affairs 
2. 4. 7 0 1 2 y N D - Relations with other role players 
2.5 D Problem-solving in the following areas: 
2.5.1 0 1 2 y N 
I 
46-47 
I - Staff affairs 
2. 5. 2 0 1 2 y N 
I 
48-49 
I - Pupil affairs 
2. 5. 3 0 1 2 y N D - Curriculum matters 
2. 5. 4 0 1 2 y N 
I 
52-53 I - Teaching matters 
2. 5. 5 0 1 2 y N D - Physical facilities 
2.5.6 0 1 2 y N D - Financial affairs 
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I PLANNING FUNCTION I A II B II I 
2. 5. 7 0 1 2 ITJLJ - Relations with other role players 
QUESTION 3 
Indicate, in the following table, 
A: the extent to which the governing body is involved in each 
of the organizing functions mentioned; and 
B: whether, 
involved 
in your opinion, the governing body should be 
in the organizing function mentioned or not. 
Scale used in A: 
0: not involved at all 
1: involved together with others (e.g. staff, parents, etc.) 
2: solely involved (i.e. only the governing body, which 
includes the principal) 
Abbreviations used in B: 
Y: YES, governing bodies should be involved. 
N: NO, governing bodies should NOT be involved. 
I ORGANIZING FUNCTION II A II B II I 
Li 
Creating organization 
structures (i.e. 
committees, chains of 
authority etc.) for 
the following 
management areas: 
3. 1 . 1 0 1 2 y N I 60-61 I - Staff affairs 
3. 1. 2 0 1 2 y N I 62-63 I - Pupil affairs 
3. 1. 3 0 1 2 y N D - Curriculum matters 
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I ORGANIZING FUNCTION II A II B II I 
3. 1. 4 0 1 2 y N I 66-67 I - Teaching matters 
3. 1 . 5 0 1 2 y N D - Physical facilities 
3. 1. 6 0 1 2 y N D - Financial affairs 
3. 1. 7 0 1 2 y N D - Relations with other role players 
3.2 
Delegating duties and 
functions to persons 
involved in the 
following management 
areas: 
3. 2. 1 0 1 2 y N 
I 74-75 I - Staff affairs 
3. 2. 2 0 1 2 y N I 76-77 I Pupil affairs 
3.2.3 0 1 2 y N D - Curriculum matters 
3. 2. 4 0 1 2 y N 
I 
80-81 
I - Teaching matters 
3. 2. 5 0 1 2 y N D - Physical facilities 
3. 2. 6 0 1 2 y N D - Financial affairs 
3.2.7 0 1 2 y N LJ - Relations with other role players 
3.3 
Co-ordinating the 
duties and functions 
of people involved in 
the following 
management areas: 
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I ORGANIZING FUNCTION II A II B II I 
3.3.1 0 1 2 y N I 88-89 I - Staff affairs 
3. 3. 2 0 1 2 y N I 90-91 I - Pupil affairs 
3.3.3 0 1 2 y N D - Curriculum matters 
3.3.4 0 1 2 y N I 94-95 I - Teaching matters 
3.3.5 0 1 2 y N D - Physical facilities 
3. 3. 6 0 1 2 y N c:J - Financial affairs 
3.3.7 0 1 2 y N LJ - Relations with other role players 
QUESTION 4 
Indicate, in the following table, 
A: the extent to which the governing body is involved in 
providing guidance in each of the areas mentioned; and 
B: whether, in your opinion, the governing body should be 
involved in providing guidance in these areas or not. 
Scale used in A: 
0: not involved at all 
1: involved together with others (e.g. staff, parents, etc.) 
2: solely involved (i.e. only the governing body, which 
includes the principal) 
Abbreviations used in B: 
Y: YES, governing bodies should be involved. 
N: NO, governing bodies should NOT be involved. 
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GUIDANCE TO BE 
I 
A l~D PROVIDED 
~ 0 1 2 y N 102-103 
Building relations 
between the various 
role players involved 
in the school (e.g. 
staff, pupils, 
parents) 
4.2 D Leadership within the following areas of management: 
4.2.1 0 1 2 y N I 104-105 I - Staff affairs 
4.2.2 0 1 2 y N I 106-107 I - Pupil affairs 
4.2.3 0 1 2 y N D - Curriculum matters 
4.2.4 0 1 2 y N I 110-111 I - Teaching matters 
4. 2. 5 0 1 2 y N LJ - Management of physical facilities 
4. 2. 6 0 1 2 y N D - Financial affairs 
4.2.7 0 1 2 y N LJ - Relations with other role players 
4.3 
Motivation of 
persons involved in 
the following areas 
of school management: 
4.3.1 0 1 2 y N I 118-119 I - Staff affairs 
4.3.2 0 1 2 y N I 120-121 I - Pupil affairs 
4. 3. 3 0 1 2 y N D - Curriculum matters 
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GUIDANCE TO BE I A l~D PROVIDED 
4. 3. 4 0 1 2 y N 
I 124-125 I - Teaching matters 
4. 3. 5 0 1 2 y N D - Physical facilities 
4. 3. 6 0 1 2 y N D - Financial affairs 
4. 3. 7 0 1 2 y N LJ - Relations with other role players 
4.4 
Building 
communications 
between all the role 
players (e.g. staff, 
pupils, parents) 
involved in the 
following areas of 
school management: 
4.4.1 0 1 2 y N 
I 132-133 I - Staff affairs 
4. 4. 2 0 1 2 y N I 134-135 I - Pupil affairs 
4. 4. 3 0 1 2 y N D - Curriculum matters 
4.4.4 0 1 2 y N 1138-1391 
- Teaching matters 
4.4.5 0 1 2 y N D - Physical facilities 
4.4.6 0 1 2 y N D - Financial affairs 
4.4.7 0 1 2 y N 144-145 
- Relations with 
other role 
players 
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QUESTION 5 
Indicate, in the following table, 
A: the extent to which the governing body is 
exercising some or other form of control in 
areas mentioned; and 
involved in 
each of the 
B: whether, in your opinion, the governing body should be 
involved in exercising some or other form of control in 
these areas or not. 
Scale used in A: 
0: not involved at all 
1: involved together with others (e.g. staff, parents, etc.) 
2: solely involved (i.e. only the governing body, which 
includes the principal) 
Abbreviations used in B: 
Y: YES, governing bodies should be involved. 
N: NO, governing bodies should NOT be involved. 
I FUNCTION OF CONTROL II A II B II I 
~ 
Ensuring that 
instructions issued 
to people involved in 
the following areas 
of school management 
are carried out: 
5. 1 . 1 0 1 2 y N 
I 146-147 I - Staff affairs 
5. 1 . 2 0 1 2 y N I 148-149 I - Pupil affairs 
5. 1. 3 0 1 2 y N D - Curriculum matters 
5. 1. 4 0 1 2 y N 1152-1531 
- Teaching matters 
5. 1 . 5 0 1 2 y N D - Physical facilities 
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I FUNCTION OF CONTROL II A II B II I 
5. 1. 6 0 1 2 y N 0 - Financial affairs 
5. 1. 7 0 1 2 y N LJ - Relations with other role players 
5.2 
Observing and 
measuring the 
activities of persons 
involved in the 
following areas of 
school management: 
5.2.1 0 1 2 y N 
I 160-161 I - Staff affairs 
5. 2. 2 0 1 2 y N 
I 162-163 I - Pupil affairs 
5. 2. 3 0 1 2 y N D - Curriculum matters 
5. 2. 4 0 1 2 y N 
I 
166-167 
I - Teaching matters 
5. 2. 5 0 1 2 y N D - Physical facilities 
5. 2. 6 0 1 2 y N 0 - Financial affairs 
5.2.7 0 1 2 y N LJ - Relations with other role players 
5.3 
Evaluating the 
activities of persons 
involved in the 
following areas of 
school management: 
5. 3. 1 0 1 2 y N 
I 174-175 I - Staff affairs 
5. 3. 2 0 1 2 y N 
I 
176-177 I - Pupil affairs 
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I FUNCTION OF CONTROL II A II B II I 
5. 3. 3 0 1 2 y N D - Curriculum matters 
5. 3. 4 0 1 2 y N I 180-181 I - Teaching matters 
5.3.5 0 1 2 y N D - Physical facilities 
5.3.6 0 1 2 y N 184-185 
- Financial 
affairs 
5.3.7 0 1 2 y N 186-187 
- Relations with 
other role 
players 
5.4 
Initiating corrective 
actions to be taken 
by persons involved 
in the following 
areas of school 
management: 
5. 4. 1 0 1 2 y N I 188-189 I - Staff affairs 
5.4.2 0 1 2 y N I 190-191 I - Pupil affairs 
5. 4. 3 0 1 2 y N D - Curriculum matters 
5. 4. 4 0 1 2 y N 1194-1951 
- Teaching matters 
5. 4. 5 0 1 2 y N D - Physical facilities 
5.4.6 0 1 2 y N D - Financial affairs 
5.4.7 0 1 2 y N I 200-201 I - Relations with 
other role 
players 
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QUESTION 6 
Indicate the extent to which you agree with the following 
statements: 
1 = Agree totally 
6 = Disagree totally 
6.1 The principal is the chief executive officer 
6.2 
6.3 
of the school, that is, it is his responsibility (a) 
to see that the decisions made by the governing body 
are carried out , and (b) to report on progress to the 
governing body. 
I I I I IC3iiJI 
1 2 3 4 5 6 
The staff, including the principal, are the employees 
of the governing body 
I I I I II 203 II 
1 2 3 4 5 6 
The principal has a dual responsibility: to the 
governing body and to the TED. 
I I I I I II 204 II 
1 2 3 4 5 6 
6.4 The functions and duties for which the 
principal is responsible to the governing body 
6.5 
6.6 
and to the TED respectively have been clearly 
stipulated. 
11 20s 11 
1 2 3 4 5 6 
The governing body is the "board of directors" of the 
school, i.e. its function is to formulate the aims and 
policy of the school and to take decisions regarding 
their execution. Members of the governing body are 
not responsible for carrying out these decisions. 
I I I I I =11 20=6 II 
1 2 3 4 5 6 
All the role-players in the school (i.e. parents, 
staff, pupils) should be involved in the management of 
the school. 
II 201 11 
1 2 3 4 5 6 
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6.7 The management of this school is well-geared to take 
the school success fully into a new, non-
discriminatory education system. 
I I I I I II 208 II 
1 2 3 4 5 6 
QUESTION 7 
Which of the following descriptions best describe 
_(A) the management style practised at your school; 
(B) the management style which you would like to see practised 
at your school? 
(Choose only one description from column A and one from column 
B by drawing a circle around the appropriate numbers.) 
I DESCRIPTION IQ B 
All major decisions in the school are 1 1 
made by the principal on his own. 
All major decisions in the school are 2 2 
made by the governing body (which 
includes the principal) on its own. 
All major decisions are made by the 3 3 
principal after consulting others. 
All major decisions in the school are 4 4 
made by the governing body after 
consulting others. 
All major decisions are made by the 5 5 
principal together with others. 
All major decisions are made by the 6 6 
governing body together with others. 
None of the above 7 7 209-210 
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QUESTION 8 
In the space provided below, list the THREE MOST SERIOUS 
management problems (in order of importance), in your opinion, 
experienced by your school. 
I 
PROBLEM 
I 
CODE 
(for 
office 
use) 
211 
212 
213 
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APPENDIX D 
QUESTIONNAIRE TO TEACHERS.WHO HAVE TAUGHT AT TH~ SCHOOL FOR THE 
. LONGEST PERIOD OF TIME 
. I 
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Navrae: Mr J.B.M. Knott 
Enquiries: 
Verw.: 
Ref.: 
Tel.: (012) 317-4068 
DEPARTEMENT VAN ONDERWYS EN KULTUUR 
DEPARTMENT OF EDUCATION AND CULTURE 
AOMINJSTR.ASIE: VOU(SRMO 
ADMINISTR.A TION: HOUSE OF ASSEMBLY 
TRANSVAALSE ONDERWYSDEPARTEMENT 
TRANSVAAL EDUCATION DEPARTMENT 
EDUCATION RESEARCH BUREAU 
TOD-gebou 
TED Building 
Privaatsak X76 
Private Bag X76 
PRETORIA 0001 
10 January 1994 
TO: THE TEACHER WHO HAS TAUGHT AT THE SCHOOL FOR THE LONGEST 
PERIOD OF TIME 
Dear Doctor/Mister/Madam/Miss 
INVESTIGATION INTO THE MANAGEMENT OF STATE-AIDED SCHOOLS IN THE 
TRANSVAAL 
At the request of the Executive Director of Education, the 
Education Research Bureau is conducting an investigation into the 
management of state-aided schools in the Transvaal. For this 
purpose a questionnaire is being sent to a random sample of 
state-aided schools for c'ompletion by the teacher who has taught 
at that school for the longest period of time (NOT THE TEACHER 
WITH THE LONGEST SERVICE IN THE TED). Your school was selected 
to participate in the investigation. 
Without your co-operation it will not be possible to carry out 
this investigation. Your honest and frank answers are of the 
utmost importance to us, as without them we cannot obtain a true 
picture of the management of state-aided schools. 
It would be appreciated if the completed questionnaires could be 
returned in the addressed envelope provided, to reach the 
Education Research Bureau not later than 28 January 1994. The 
results of the investigation will be communicated to your school 
as soon as the report has been finalized. 
Should you have any queries concerning the questionnaires, please 
don't hesitate to contact Mr J. Knott at (012) 317-4068. 
Thank you very much for your co-operation in this investigation. 
Yours sincerely 
l'Y) vV\ l: ·'l"'l..vblbV-7 
for EXECUTIVE DIRECTOR: EDUCATION 
Ri& L.01rt"s.pondr-nsir .un di" UitvO<"rcncft- Dirt-lle-ur: lr; 
Addtf'U rorrc-s.pondcnc" 10 lh<' hf'culi\·t Dirt-elur: Tra1 357 
wnf L·n me.old \'<",..,,..")~nommC"r 
and quo1e •c-f(•r"nn: num!.'C'r 
:.f' T RANSONOn RAN~[O 
TAX:t012)317·•038 
QUESTIONNAIRE FOR TEACHERS (OTHER THAN PRINCIPALS) AT STATE-AIDED 
SCHOOLS 
MANAGEMENT OF STATE-AIDED SCHOOLS 
The purpose of this questionnaire is to investigate the 
management of state-aided schools. 
Please complete the questionnaire without identifying yourself 
or your school. 
All information will be treated as confidential and will be used 
for research purposes only. 
INSTRUCTIONS FOR THE COMPLETION OF THE QUESTIONNAIRE 
1. Please answer the questions as follows: 
1 .1 Encircle the appropriate number, e.g. 
Type of school 
TYPE OF SCHOOL 
Primary 1 
Secondary CD 1 
1 .2 Draw a cross at the appropriate position on a bar scale to 
indicate your opinion, e.g. 
Indicate the extent to which you agree with the following 
statements: 
1 = Agree totally 
6 Disagree totally 
6.1 The principal is the chief executive officer 
of the school, that is, it is his responsibility (a) 
to see that the decisions made by the governing body 
are carried out, and (b) to report on progress to the 
governing body. 
I i< I I !~I 
1 2 3 4 5 6 
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1 .3 State your considered opinion concerning a specific matter 
or provide certain information in the space provided. 
2. The numbers in the far right-hand columns are for office 
use only and should be disregarded. 
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QUESTIONNAIRE 
QUESTION 1 
Type of school 
TYPE OF SCHOOL 
Primary 1 
Secondary 2 1 
QUESTION 2 
Indicate, in the following table, 
A: the extent to which you are involved in each of the 
planning functions mentioned; and 
B: whether, in your opinion, you should, in fact, be involved 
in the planning function mentioned or not. 
Scale used in A: 
0: not involved at all 
1: involved together with others (which could include 
teachers, governing body, parents, etc.) 
2: involved together with other teachers only 
Abbreviations used in B: 
Y: YES, teachers should be involved. 
N: NO, teachers should NOT be involved. 
I PLANNING FUNCTION I A II B II I 
.£.:..1 0 1 2 y N [] Formulating the overall aims of the 
school 
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I PLANNING FUNCTION I A II B II I 
2.2 
Formulating the 
objectives of the 
school in the 
following areas: 
2.2.1 0 1 2 y N I 4-5 I - Staff affairs 
2. 2. 2 0 1 2 y N I 6-7 I - Pupil affairs 
2. 2. 3 0 1 2 y N 
c:J - Curriculum matters 
2. 2. 4 0 1 2 y N I 10-11 I - Teaching matters 
2. 2. 5 0 1 2 y N c:J - Physical facilities 
2.2.6 0 1 2 y N 
c:J - Financial affairs 
2. 2. 7 0 1 2 y N EJ - Relations with other role players 
2.3 D Formulating policy for the following areas: 
2.3.1 0 1 2 y N I 18-19 I - Staff affairs 
2. 3. 2 0 1 2 y N I 20-21 I - Pupil affairs 
2. 3. 3 0 1 2 y N D - Curriculum matters 
2. 3. 4 0 1 2 y N I 24-25 I - Teaching matters 
2. 3. 5 0 1 2 y N D - Physical facilities 
2. 3. 6 0 1 2 y N D - Financial affairs 
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I PLANNING FUNCTION I A II B II I 
2. 3. 7 0 1 2 y N 0 - Relations with other role players 
2.4 D Taking decisions which affect the following areas: 
2. 4. 1 0 1 2 y N 
I 
32-33 
I - Staff affairs 
2. 4. 2 0 1 2 y N 
I 
34-35 
I - Pupil affairs 
2.4.3 0 1 2 y N D - Curriculum matters 
2. 4. 4 0 1 2 y N I 38-39 I - Teaching matters 
2. 4. 5 0 1 2 y N 
c:J - Physical facilities 
2.4.6 0 1 2 y N D - Financial affairs 
2. 4. 7 0 1 2 y N LJ - Relations with other role players 
2.5 D Problem-solving in the following areas: 
2.5.1 0 1 2 y N 
I 
46-47 
I - Staff affairs 
2. 5. 2 0 1 2 y N 
I 
48-49 
I - Pupil affairs 
2.5.3 0 1 2 y N D - Curriculum matters 
2. 5. 4 0 1 2 y N 
I 
52-53 I - Teaching matters 
2. 5. 5 0 1 2 y N D - Physical facilities 
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I PLANNING FUNCTION I A II B II I 
2. 5. 6 0 1 2 y N D - Financial affairs 
2. 5. 7 0 1 2 y N EJ - Relations with other role players 
QUESTION 3 
Indicate, in the following table, 
A: the extent to which you are involved in each of the 
organizing functions mentioned; and 
B: whether, in your opinion, you should, in fact, be involved 
in the organizing function mentioned or not. 
Scale used in A: 
0: not involved at all 
1: involved together with others (which could include 
teachers, governing body, parents, etc.) 
2: involved together with other teachers only 
Abbreviations used in B: 
Y: YES, teachers should be involved. 
N: NO, teachers should NOT be involved. 
I ORGANIZING FUNCTION II A II B II I 
~ 
Creating organization 
structures (i.e. 
committees, chains of 
authority etc.) for 
the following 
management areas: 
3. 1 . 1 0 1 2 y N 
I 
60-61 I - Staff affairs 
3. 1 . 2 0 1 2 y N I 62-63 I - Pupil affairs 
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I ORGAN I z ING FUNCTION II A II B II I 
3. 1 . 3 0 1 2 y N D - Curriculum matters 
3. 1. 4 0 1 2 y N 
I 
66-67 
I - Teaching matters 
3. 1. 5 0 1 2 y N D - Physical facilities 
3. 1 . 6 0 1 2 y N D - Financial affairs 
3. 1 . 7 0 1 2 y N LJ - Relations with other role players 
3.2 
Delegating duties and 
functions to persons 
involved in the 
following management 
areas: 
3. 2. 1 0 1 2 y N 
I 
74-75 
I - Staff affairs 
3. 2. 2 0 1 2 y N 
I 
76-77 
I Pupil affairs 
3.2.3 0 1 2 y N D - Curriculum matters 
3. 2. 4 0 1 2 y N 
I 
80-81 
I - Teaching matters 
3.2.5 0 1 2 y N D - Physical facilities 
3.2.6 0 1 2 y N D - Financial affairs 
3. 2. 7 0 1 2 y N LJ - Relations with other role players 
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I ORGANIZING FUNCTION II A II B II I 
3.3 
Co-ordinating the 
duties and functions 
of people involved in 
the following 
management areas: 
3.3.1 0 1 2 y N 
I 
88-89 
I - Staff affairs 
3. 3. 2 0 1 2 y N 
I 90-91 I - Pupil affairs 
3. 3. 3 0 1 2 y N D - Curriculum matters 
3. 3. 4 0 1 2 y N 
I 
94-95 
I - Teaching matters 
3. 3. 5 0 1 2 y N D - Physical facilities 
3. 3. 6 0 1 2 y N D - Financial affairs 
3.3.7 0 1 2 y N LJ - Relations with other role players 
QUESTION 4 
Indicate, in the following table, 
A: the extent to which you are involved in providing guidance 
in each of the areas mentioned; and 
B: whether, in your opinion, you should, in fact, be involved 
in providing guidance in these areas or not. 
Scale used in A: 
0: not involved at all 
1: involved together with others (which could include 
teachers, governing body, parents, etc.) 
2: involved together with other teachers only 
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Abbreviations used in B: 
Y: YES, teachers should be involved. 
N: NO, teachers should NOT be involved. 
GUIDANCE TO BE I A l~D PROVIDED 
.L.1 0 1 2 y N 102-103 
Building relations 
between the various 
role players involved 
in the school (e.g. 
staff, pupils, 
parents) 
4.2 D Leadership within the following areas of management: 
4.2.1 0 1 2 y N 
I 
104-105 I - Staff affairs 
4. 2. 2 0 1 2 y N 
I 
106-107 I - Pupil affairs 
4. 2. 3 0 1 2 y N D - Curriculum matters 
4. 2. 4 0 1 2 y N 
I 
110-111 
I - Teaching matters 
4. 2. 5 0 1 2 y N LJ - Management of physical facilities 
4.2.6 0 1 2 y N D - Financial affairs 
4. 2. 7 0 1 2 y N LJ - Relations with other role players 
4.3 
Motivation of persons 
involved in the 
following areas of 
school management: 
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I GUIDANCE TO BE II A ID I PROVIDED 
4.3.1 0 1 2 y N I 11 8-119 I - Staff affairs 
4.3.2 0 1 2 y N I 120-121 I - Pupil affairs 
4.3.3 0 1 2 y N D - Curriculum matters 
4.3.4 0 1 2 y N I 124-125 I - Teaching matters 
4. 3. 5 0 1 2 y N D - Physical facilities 
4.3.6 0 1 2 y N D - Financial affairs 
4. 3. 7 0 1 2 y N LJ - Relations with other role players 
4.4 
Building 
communications 
between all the role 
players (e.g. staff, 
pupils, parents) 
involved in the 
following areas of 
school management: 
4.4.1 0 1 2 y N I 132-133 I - Staff affairs 
4.4.2 0 1 2 y N I 134-135 I - Pupil affairs 
4. 4. 3 0 1 2 y N D - Curriculum matters 
4.4.4 0 1 2 y N 1138-1391 
- Teaching matters 
4.4.5 0 1 2 y N D - Physical facilities 
4.4.6 0 1 2 y N D - Financial affairs 
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GUIDANCE TO BE I A IDD PROVIDED 
4.4.7 0 1 2ITJLJ - Relations with other role 
players 
QUESTION 5 
Indicate, in the following table, 
A: the extent to which teachers are involved in 
some or other form of control in each of 
mentioned; and 
exercising 
the areas 
B: whether, in your opinion, teachers should, in fact, be 
involved in exercising some or other form of control in 
these areas or not. 
Scale used in A: 
0: not involved at all 
1 : involved together with others (which could 
teachers, governing body, parents, etc.) 
2: involved together with other teachers only 
Abbreviations used in B: 
Y: YES, teachers should be involved. 
N: NO, teachers should NOT be involved. 
I FUNCTION OF CONTROL II A II B II 
~ 
Ensuring that 
instructions issued 
to people involved in 
the following areas 
of school management 
are carried out: 
5. 1 . 1 0 1 2 y N I - Staff affairs 
5 .1. 2 0 1 2 y N I - Pupil affairs 
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include 
I 
146-147 I 
148-149 I 
I FUNCTION OF CONTROL II A II B II I 
5. 1. 3 0 1 2 y N D - Curriculum matters 
5. 1. 4 0 1 2 y N 1152-1531 
- Teaching matters 
5. 1 . 5 0 1 2 y N D - Physical facilities 
5. 1. 6 0 1 2 y N D - Financial affairs 
5. 1 . 7 0 1 2 y N D - Relations with other role players 
5.2 
Observing and 
measuring the 
activities of persons 
involved in the 
following areas of 
school management: 
5. 2. 1 0 1 2 y N I 160-161 I - Staff affairs 
5. 2. 2 0 1 2 y N I 162-163 I - Pupil affairs 
5. 2. 3 0 1 2 y N D - Curriculum matters 
5. 2. 4 0 1 2 y N 
I 166-167 I - Teaching matters 
5. 2. 5 0 1 2 y N D - Physical facilities 
5.2.6 0 1 2 y N D - Financial affairs 
5. 2. 7 0 1 2 y N D - Relations with other role players 
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I FUNCTION OF CONTROL II A II B II I 
5.3 
Evaluating the 
activities of persons 
involved in the 
following areas of 
school management: 
5.3.1 0 1 2 y N I 174-175 I - Staff affairs 
5. 3. 2 0 1 2 y N I 176-177 I - Pupil affairs 
5. 3. 3 0 1 2 y N D - Curriculum matters 
5. 3. 4 0 1 2 y N 1180-181 I 
- Teaching matters 
5. 3. 5 0 1 2 y N D - Physical facilities 
5. 3. 6 0 1 2 y N D - Financial affairs 
5.3.7 0 1 2 y N LJ - Relations with other role players 
5.4 
Initiating corrective 
actions to be taken 
by persons involved 
in the following 
areas of school 
management: 
5. 4. 1 0 1 2 y N I 188-189 I - Staff affairs 
5.4.2 0 1 2 y N I 190-191 I - Pupil affairs 
5.4.3 0 1 2 y N D - Curriculum matters 
5.4.4 0 1 2 y N I 194-195 I - Teaching matters 
5. 4. 5 0 1 2 y N D. - Physical facilities 
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I FUNCTION OF CONTROL II A II B II I 
5.4.6 0 1 2 y N D - Financial affairs 
5.4.7 0 1 2 y N I 200-201 I 
- Relations with 
other role 
players 
QUESTION 6 
/ 
Indicate the extent to which you agree with the following 
statements: 
1 Agree totally 
6 = Disagree totally 
6.1 The principal is the chief executive officer 
6.2 
6.3 
6.4 
of the school, that is, it is his responsibility (a) 
to see that the decisions made by the governing body 
are carried out , and (b) to report on progress to the 
governing body. 
I I I I l~I 
1 2 3 4 5 6 
The staff, including the principal, are the employees 
of the governing body 
I I I I II 203 II 
1 2 3 4 5 6 
Teachers have a dual responsibility: to the governing 
body and to the TED. 
I I I I II 204 II 
1 2 3 4 5 6 
The functions and duties for which you are responsible 
to the governing body and to the TED respectively have 
been clearly stipulated. 
I I I I II 205 II 
1 2 3 4 5 6 
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6.5 The governing body is the "board of directors" of the 
school, i.e. its function is to formulate the aims and 
policy of the school and to take decisions regarding 
their execution. Members of the governing body are 
not responsible for carrying out these decisions. 
I I I I I r.::=11 20=6 11 
1 2 3 4 5 6 
6. 6 All the role-players in the school (i.e. parents, 
staff, pupils) should be involved in the management of 
the school. 
I I I I II 207 II 
1 2 3 4 5 6 
6.7 The management of this school is well-geared to take 
the school success fully into a new, non-
discriminatory education system. 
I I I I I II 208 II 
1 2 3 4 5 6 
QUESTION 7 
In the space provide below, list the THREE MOST SERIOUS 
management problems (in order of importance), in your opinion, 
experienced by your school. 
I 
PROBLEM 
I 
CODE 
(for 
off ice 
use) 
211 
212 
213 
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QUESTION 8 
Which of the following descriptions best describe 
(A) the management style practised at your school; 
(B) the management style which you would like to see practised 
at your school? 
(Choose only one description from column A and one from column 
B by drawing a circle around the appropriate numbers.) 
I DESCRIPTION IGJ B 
All major decisions in the school are 1 2 
made by the principal on his own. 
All major decisions in the school are 3 4 
made by the governing body (which 
includes the principal) on its own. 
All major decisions are made by the 5 6 
principal after consulting others. 
All major decisions in the school are 7 8 
made by the governing body after 
consulting others. 
All major decisions are made by the 9 1 0 
principal together with others. 
All major decisions are made by the 1 1 12 
governing body together with others. 
None of the above 13 14 209-210 
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APPENDIX E 
QUESTIONNAIRE TO STANDARD 10 PUPILS OF .STATE--AIDED SCHOOLS 
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Navrae: Mr J.B.M. Knott 
Enquiries: 
Verw.: 
Ref.: 
Tel.: (012) 317-4068 
DEPARTEMENT VAN ONDERWYS EN KULTUUR 
DEPARTMENT OF EDUCATION AND CULTURE 
AOMINISTWIE: VOllCSRMO 
AOMINISTRA TION: HOUSE OF ASSEM8l Y 
TRANSVMLSE ONDERW't'SDEPARTEMENT 
TRANSVML EDUCATION DEPARTMENT 
EDUCATION RESEARCH BUREAU 
TOD-gebou 
TED Building 
Privaatsak X76 
Private Bag X76 
PRETORIA 0001 
10 January 1994 
TO: STANDARD 10 PUPILS OF STATE-AIDED SCHOOLS 
Dear Standard 10 pupil 
INVESTIGATION INTO THE.MANAGEMENT OF STATE-AIDED SCHOOLS IN THE 
TRANSVAAL 
The Education Research Bureau of the Transvaal Education 
Department is conducting an investigation into the management of 
state-aided schools in the Transvaal. For this purpose 
questionnaires are being sent to a random sample of state-aided 
schools for completion by selected Standard 10 pupils. You have 
been selected to participate in the investigation. 
Without your co-operation it will not be possible to carry out 
this investigation. Your honest and frank answers are of the 
utmost importance to us, as without them we cannot obtain a true 
picture of what you regard as being the role and functions of the 
principal of a state-aided school. 
The results of the investigation will be communicated to your 
school as soon as the report·has been finalized. 
Thank you very much for your co-operation in this investigation. 
Yours sincerely 
m m t ll1.wf/l lu,w 
for EXECUTIVE DIRECTOR: EDUCATION 
Rig LorrMpond<."niit' aan di~ UitvO<"rC>nrlt" Di1t'llt"ur: Tro\ 
Addrt'H cortcJpondt>nct to 1hr C..cculivt Dirt-clot: Tran 375 t·menl t·n mt·ld Vt"rv.')-,.nommcr ml and quoit •t>ft·rtnct· num!x-r 
~ lRANSONO/llt"-NSCO 
r AX: 10121) 17·~038 
QUESTIONNAIRE TO STANDARD 10 PUPILS AT STATE-AIDED SCHOOLS 
The purpose of this questionnaire is to investigate the 
management of state-aided (Model C) schools. 
Please complete the questionnaire without identifying yourself 
or your school. 
All information will be treated as confidential and will be used 
for research purposes only. 
INSTRUCTIONS FOR THE COMPLETION OF THE QUESTIONNAIRE 
1. Please answer the questions as follows: 
1 . 1 Encircle the appropriate number e.g. 
11 11 
Yes No II 
(0 2 II 1 I I 
1 .2 Enter the information required in the space provided. 
2. The numbers in. the far right-hand columns are for off ice 
use only and should be disregarded. 
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QUESTION 1 
Are you a school prefect? 
I' 
11 
Yes No II 
1 2 II 1 I I 
QUESTION 2 
Does your school have a Students' Representative Council? 
11 11 
Yes No II 
1 2 II 2 I I 
If your answer to this question is YES, please answer Questions 
3 and 4. 
If your answer to this question is NO, DO NOT answer Questions 
3 and 4. 
QUESTION 3 
Are you a member of the Students' Representative Council? 
QUESTION 4 
In your opinion, do the principal and/ or governing body pay 
attention to the recommendations/decisions of the Students' 
Representative Council? 
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QUESTION 5 
In your opinion, do the principal and/or governing body pay 
attention to recommendations or decisions made by the school 
prefects? 
I
I:=== Y=es ===l===No ==:II:== ==ill 
_I 1 2 11 s I_ 
QUESTION 6 
On which of the following matters are pupils (whether or not they 
are prefects or SRC members) at your school consulted? 
I MATTER II RESPONSE II I 
Yes No 
Dress 1 2 6 
School rules 1 2 7 
Type of sport or cultural activity 1 2 8 
offered by the school 
Fields of study offered by the school 1 2 9 
Subjects offered by the school 1 2 1 0 
Policy concerning sport and cultural 1 2 1 1 
activities 
Policy concerning academic matters 1 2 1 2 
(e.g. frequency of tests, academic 
awards) 
School policy in general 1 2 1 3 
Discipline 1 2 14 
The finances of the school 1 2 15 
The facilities available at the 1 2 16 
school 
Community projects undertaken by the 1 2 17 
school 
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QUESTION 7 
Indicate the topics on which, in your opinion, pupils at your 
school should be consulted by writing these topics in the table 
below. Only enter ONE topic in each block, please. 
You may, if you so wish, use the topics mentioned in Question 6, 
or you may mention other topics. 
TOPIC CODE 
(For 
off ice 
use 
only) 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
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FIRST QUESTIONNAIRE TO PRINCIPALS 
1. Type and grading of school 
TABLE 1 (Questions 1 and 2) 
I 
N = 812 
No response 
Pre-primary: pp III 
n=95 pp IV 
Primary: p I 
n=495 p II 
p III 
p IV 
Secondary: GS 
n=222 s I 
s II 
Total 
2 Medium of instruction 
TABLE 2 (Question 3) 
I 
N = 812 
No response 
English 
Afrikaans 
English and Afrikaans 
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APPENDIX F 
I Number I % I 
75 79 
20 21 
194 39 
239 48 
54 1 1 
8 2 
62 29 
11 7 53 
43 18 
812 100 
I Number I % I 
119 15 
210 26 
483 59 
NIL 
I 
N = 812 
I Number 
Other NIL 
Total 812 
3 Boarding establishment 
TABLE 3 (Question 4) 
I 
N = 812 
I Number I 
No response NIL 
Schools with boarding establishments 118 
Schools without boarding establishments 694 
Total 812 
4 Responsibility for planning function at schools 
Abbreviations used as column headings in Tables 4-7 
P: Principal 
D: Senior Deputy/Deputy/Heads of Department 
GB: Governing body 
T: Teaching staff (other than in D above) 
Ad: Administrative staff 
Pr: Prefect body 
Pu: Pupils 
Sk: Superintendent of Education, Circuit SO(kr) 
Sa: Superintendent of Education, Academic SO(ak) 
Abbreviations used in the first column of Tables 4-7 
PP: Pre-primary school principals 
P: Primary school principals 
S: Secondary school principals 
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I % I 
100 
% 
I 
15 
85 
100 
TABLE 4 Planning function: Formulating the aims of the school 
(Question 8) 
N = 812 (Question 8) 
PLANNING PERSONS/BODIES RESPONSIBLE 
FUNCTION 
Formula ting p D GB T Ad Pr Pu Sk Sa n 
the aims of 
the school 
PP: 96 31 68 31 2 0 0 5 12 94 
P: 97 55 77 38 8 6 4 8 5 495 
S: 97 68 84 39 5 12 6 4 2 222 
··'· ... . .. · ....•. "' ·.·.· ·.•· 7 .... ·.· 
MEAN 97 56 78 37 7 7 4 
•• 
5 
TABLE 5 Planning function: Formulating the objectives of the 
school in various areas of management 
(a) Pupil affairs 
N = 812 (Question 8) 
Formulating PERSONS/BODIES RESPONSIBLE 
the 
objectives of 
the school in 
the following 
areas of 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Staff PP: 99 35 24 38 2 0 26 12 94 
affairs 
P: 99 63 24 36 6 0 22 6 495 
S: 99 72 30 37 4 0 0 11 4 222 
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(b): Pupil affairs 
N = 812 (Question 8) 
Formulating PERSONS/BODIES RESPONSIBLE 
the 
objectives of 
the school in 
the following 
areas of 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Pupil affailm: 98 35 38 68 2 0 9 15 94 
P: 96 76 40 68 6 29 17 8 4 495 
S: 97 84 41 64 5 58 30 5 3 222 
(c): Curriculum affairs 
N = 812 (Question 8) 
Formulating PERSONS/BODIES RESPONSIBLE 
the 
objectives of 
the school in 
the following 
areas of 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Curriculum PP: 96 33 2 60 0 0 13 63 94 
affairs 
P: 92 66 12 52 0 0 29 56 495 
S: 93 69 15 44 0 26 54 222 
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(d) Teaching matters 
I N = 812 (Question 8) I 
Formulating PERSONS/BODIES RESPONSIBLE 
the 
objectives of 
the school in 
the following 
areas of 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Teaching PP: 92 36 0 71 0 1 0 19 53 94 
matters 
P: 98 70 4 62 1 0 0 32 42 495 
S: 97 79 11 53 0 0 1 29 39 222 
L./· .·. ... -Ml<'~K! 
I ~z/ / ... :: . •. . ·• .. ! ··:·:·< 43 ·· .. . . : ... 6 61 0 0 0 .. 
···•·•· .· .. ·• .. :.<. :• ..••. ::• 
, 
. ·• 
. 
·.• ... 29 .·. ' . . .. · ... ·.· 
·. 
•· 
. 
.·. 
(e) Physical facilities 
N 812 (Question 8) 
Formulating PERSONS/BODIES RESPONSIBLE 
the 
objectives of 
the school in 
the following 
areas of 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Physical PP: 95 30 85 48 2 0 3 3 94 
facilities 
P: 91 49 95 29 9 3 2 6 2 495 
S: 93 64 94 31 8 3 3 6 2 222 
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(f) Financial affairs 
N = 812 (Question 8) 
Formulating PERSONS/BODIES RESPONSIBLE 
the 
objectives of 
the school in 
the following 
areas of 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Financial PP: 91 24 96 18 23 0 0 0 0 94 
affairs 
P: 94 45 96 21 29 1 0 1 0 495 
S: 94 57 96 23 19 1 0 1 0 222 
. >> / ..... · ~zs:l\,: .. · .··.··. 
> 4.9 
' •· •· 
. 
I 
<. >·· !1;:;":/ > ~r •...•. 9Ei ... · 21 25 l :1 · 0 1 
•••• 
0 ·• 
··.· 
... . 
, .. 
••• 
.·:· 
(g) Relations with other role-players 
I N = 812 (Question 8) I 
Formulating PERSONS/BODIES RESPONSIBLE 
the 
objectives of 
the school in 
the following 
areas of 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Relations 89 21 77 18 5 0 0 14 5 94 
with PP: 
other 96 51 78 33 1 3 6 4 18 6 495 
role- P: 
players 97 58 80 26 6 9 4 14 3 222 
S: 
·•·• 
: ··.· .. ... .· . . .. 
·:· 
. :···: ......... ··: 
MEAN ·:~5····•:• I \§ :·: 79 29 
··. 
l1 6 .:· 3 17 · .. 5 .·.: .... 
.. · 
1.: .•••••• 
•·• 
.·.···· .·.·····. 
TABLE 6 Planning function: Formulating policy in various 
areas of school management 
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(a) Staff affairs 
N 812 (Quest 'on 8) 
Formulating PERSONS/BODIE RESPONSIBLE 
policy in the 
following 
areas of 
school 
management: 
p D GB T A Pr Pu Sk Sa n 
Staff PP: 99 31 30 33 3 0 28 11 94 
affairs 
P: 99 64 26 39 7 0 0 28 6 495 
S: 99 70 31 30 3 0 0 19 4 222 
(b) Pupil affairs 
N = 812 (Question 8) 
Formulating PERSONS/BODIES RESPONSIBLE 
policy in the 
following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Pupil PP: 98 34 40 57 0 15 10 94 
affairs 
P: 98 76 43 69 4 24 15 14 5 495 
S: 98 81 44 58 3 50 18 6 3 222 
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(c) Curriculum matters 
N = 812 (Question 8) 
Formulating PERSONS/BODIES RESPONSIBLE 
policy in the 
following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Curriculum PP: 94 34 4 48 0 16 64 94 
matters 
P: 92 64 11 49 0 32 58 495 
S: 94 68 17 34 0 0 26 56 222 
(d) Teaching matters 
N 812 (Question 8) 
Formulating PERSONS/BODIES RESPONSIBLE 
policy in the 
following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Teaching PP: 95 35 2 60 18 51 94 
matters 
P: 98 72 7 61 33 46 495 
S: 98 78 1 3 50 0 31 40 222 
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(e) Physical facilities 
I N = 812 (Question 8) I 
Formulating PERSONS/BODIES RESPONSIBLE 
policy in the 
following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Physical PP: 93 30 84 40 1 1 0 4 4 94 
facilities 
P: 94 51 92 28 7 3 3 7 4 495 
S: 96 61 94 24 4 3 1 6 2 222 
I/''·· >>/ ./ .......... 
·94<<·.•·· . MEJU'{ 51 91 29 6 ... 3 2 6 ·.·• 3 .... 
... ·.······ ... : 
•·•·.·········! . .. .... .·•· ······ 
(f) Financial affairs 
I N = 812 (Question 8) I 
Formulating PERSONS/BODIES RESPONSIBLE 
policy in the 
following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Financial PP: 94 26 93 20 19 0 0 3 0 94 
affairs 
P: 95 46 96 21 25 1 0 3 0 495 
S: 96 56 96 19 1 5 0 0 2 0 222 
!>··········· .::.: ·• :::: ... . _:.:,: ... I •· ·· .. ·. 1. 
: > 
.. ········.········ MEAN 
9 46 I 96 21 21 1 0 L 3 9 ... ·: ... ·.·.:.·.·. .. .·.·. . •· ... 
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(g) Relations with other role-players 
N = 812 (Question 8) 
Formulating PERSONS/BODIES RESPONSIBLE 
policy in the 
following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Relations 85 20 74 20 5 0 11 4 94 
with PP: 
other role 91 50 73 30 11 7 4 19 7 495 
players P: 
91 58 76 26 6 7 4 17 5 222 
S: 
TABLE 7 Planning function: Decision-making in various areas 
of school management (Question 8) 
(a} Staff affairs 
I N = 812 (Question 8) I 
Decision- PERSONS/BODIES RESPONSIBLE 
making in the 
following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Staff PP: 99 28 40 27 1 0 0 34 15 94 
affairs 
P: 99 61 37 34 6 0 0 33 8 495 
S: 99 63 39 25 3 0 0 25 13 222 
k •••• .............. 
>gQ •·• ............ . 
.. 
.. ·. I•> . < 
.···10 .. ·· ··········· 
.; :.:.:.·.: 
MEAN> 57 38 30 5 0 0 I ,3J x 
······ '•} .. ··. ·.· . .... :.:::: · .... ·.· 
.· I .. .. .. · 
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(b) Pupil affairs 
N = 812 (Question 8) 
Decision- PERSONS/BODIES RESPONSIBLE 
making in the 
following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Pupil PP: 99 33 39 61 1 1 0 22 6 94 
affairs 
P: 99 74 38 69 4 25 14 17 6 495 
S: 99 83 37 57 4 39 17 10 4 222 
... . ..... 
······•72 
. ·.· 
.·.• .. 
I 
. MEJl,.tf 99 < ..... 37 64 3 26 13 . 15.•···· ·. 5 I<> .······ >.•·•····. .. ·.<· .. ··. , ... ······ .... I• . . ·•·•· .. . 
(c) Curriculum matters 
I N = 812 (Question 8) I 
Decision- PERSONS/BODIES RESPONSIBLE 
making in the 
following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Curriculum PP: 97 34 4 52 0 1 0 14 60 94 
matters 
P: 94 64 1 4 50 1 1 0 36 56 495 
S: 94 66 16 41 0 0 1 24 55 222 
><•······· •<····················· I •· ·••·• •• 
,~ .·. 
.. ·•·.·.· f1:f:?\,N <94 ...• .·.···• 61 ·•··· 13 48 0 1 0 30 ,. 56········, .. ....... . ..... . ·• .... 
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(d) Teaching matters 
N = 812 (Question 8) 
Decision- PERSONS/BODIES RESPONSIBLE 
making in the 
following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Teaching PP: 98 35 4 61 0 0 0 15 48 94 
matters 
P: 98 72 9 60 35 42 495 
S: 99 73 10 52 0 0 2 31 39 222 
(e) Physical facilities 
I N = 812 (Question 8) I 
Decision- PERSONS/BODIES RESPONSIBLE 
making in the 
following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Physical PP: 93 26 91 39 4 1 0 7 2 94 
facilities 
P: 94 50 94 25 7 3 3 6 2 495 
S: 95 57 95 24 4 1 1 6 1 222 
I<.< < <·· 
.. ·.· 
.• 1 • , .. 
·Mt.A.if I ····• I·• 94 49 94 26 6 2 2 6 2 / I::: ... · ··· ... 
. ••·.· 1 · .. I. ... •· I..·•·• . · . ... . · .. I·· . •• :.1 ••. 
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(f) Financial affairs 
N = 812 (Question 8) 
Decision-
making in the 
following 
areas of 
school 
management: 
Financial PP: 
affairs 
P: 
S: 
.... ·.·.·.·.·.· ... ·.·.·.·.·.·.·· 
)1El\N' 
p 
93 
95 
96 
D 
23 
43 
55 
PERSONS/BODIES RESPONSIBLE 
GB 
94 
97 
98 
9T 
T 
18 
18 
17 
rs 
Ad 
17 
21 
1 3 
Pr 
0 
Pu 
0 
(g) Relations with other role-players 
N = 812 (Question 8) 
Decision- PERSONS/BODIES RESPONSIBLE 
making in the 
following 
areas of 
school 
management: 
p D GB T Ad Pr Pu 
Relations PP: 89 17 76 18 2 0 0 
with other 
role- P: 95 52 80 29 11 5 3 
players 
S: 95 58 81 23 5 6 4 
26 
Sk 
0 
2 
Sk 
13 
18 
16 
Sa 
0 
0 
Sa 
5 
5 
5 
n 
94 
495 
222 
n 
94 
495 
222 
TABLE 8 Planning function: Problem-solving in various areas 
of the school (Question 8) 
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(a) Staff affairs 
I N = 812 (Question 8) I 
Problem- PERSONS/BODIES RESPONSIBLE 
solving in 
the following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Staff PP: 99 31 46 19 0 0 0 56 13 94 
affairs 
P: 99 62 30 26 6 0 0 47 11 495 
S: 99 66 36 19 2 0 0 40 15 222 
/.····· > >(MEAN I 99 i·• ..•..•. ...... · 33 23 2 0 0 46 13 ! ·59 
' 
. ·.·.·.·· .. ·.·. .·. . ... 
(b) Pupil affairs 
I N = 812 (Question 8) I 
Problem- PERSONS/BODIES RESPONSIBLE 
solving in 
the following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Pupil PP: 99 33 35 61 0 1 0 33 4 94 
affairs 
P: 98 76 24 67 6 21 11 24 6 495 
S: 98 68 25 57 2 41 15 20 6 222 
IJ< 
·.· ·:-···.··. .. ... 
/ .· . ,t.lEA,N 98 < 74 25 63 4 24 11 
.. 24 6 le: <·· ······· I . · ... .·.· ... . . . .! 
393 
(c) Curriculum matters 
N 812 (Question 8) 
Problem- PERSONS/BODIES RESPONSIBLE 
solving in 
the following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Curriculum PP: 98 34 6 52 0 0 0 16 62 94 
matters 
P: 96 66 1 0 53 39 58 495 
S: 96 67 13 43 0 0 0 27 61 222 
(d) Teaching matters 
N = 812 (Question 8) 
Problem- PERSONS/BODIES RESPONSIBLE 
solving in 
the following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Teaching PP: 98 34 6 60 0 0 19 53 94 
matters 
P: 98 69 8 60 0 0 42 44 495 
S: 97 74 7 53 0 0 2 39 46 222 
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(e) Physical facilities 
N = 812 (Question 8) 
Problem- PERSONS/BODIES RESPONSIBLE 
solving in 
the following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Physical PP: 90 26 87 34 3 0 0 9 2 94 
facilities 
P: 94 50 91 25 9 3 2 10 2 495 
S: 95 63 92 24 6 3 2 9 2 222 
(f) Financial affairs 
N 812 (Question 8) 
Problem- PERSONS/BODIES RESPONSIBLE 
solving in 
the following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Financial PP: 91 23 94 1 4 26 0 0 0 94 
affairs 
P: 94 43 94 19 26 5 0 495 
S: 94 57 96 15 17 0 5 3 222 
t7. 23 
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(g) Relations with other role-players 
I N = 812 (Question 8) 
Problem- PERSONS/BODIES RESPONSIBLE 
solving in 
the following 
areas of 
school 
management: 
p D GB T Ad Pr Pu Sk 
Relations PP: 91 19 72 19 2 0 0 21 
with other 
role- P: 96 54 78 32 11 6 5 25 
players 
S: 94 59 80 22 7 7 4 24 
. ·• > 51 ..•. 
.· ~~1\N . 95 . 78 27 9 6 4 
.. 
24 
. · 
5 Responsibility for the organizing functions 
Abbreviations used as column headings in Tables 9-11 
P: Principal 
D: Senior Deputy/9eputy/Heads of Department 
GB: Governing body 
T: Teaching staff (other than in D above) 
Ad: Administrative staff 
Pr: Prefect body 
Pu: Pupils 
Sk: Superintendent of Education, Circuit SO(kr) 
Sa: Superintendent of Education, Academic SO(ak) 
Sa n 
6 94 
8 495 
9 222 
8 
Abbreviations used in the first column of Tables 4.10 - 4.12: 
PP: Pre-primary school principals 
P: Primary school principals 
S: Secondary school principals 
396 
I 
. 
TABLE 9 Organizing function: Creating organization structures 
for various management areas in the school (Question 
9) 
(a) Staff affairs 
I N = 812 (Question 9) I 
Creating PERSONS/BODIES RESPONSIBLE 
organization 
structures 
for the 
following 
management 
areas in the 
school: 
p D GB T Ad Pr Pu Sk Sa n 
Staff PP: 97 30 20 20 1 0 0 23 14 94 
affairs 
P: 99 64 18 33 5 0 0 24 5 495 
S: 98 71 21 24 6 0 0 16 6 222 
MEAN 98 62 J@.••· 29 
. · .... 
1·.. o.i I C) .. ~ 1< §>··· < •.. · .. ·::: ...... ..... ... .... I L ....... 
(b) Pupil affairs 
N = 812 (Question 9) 
Creating PERSONS/BODIES RESPONSIBLE 
organization 
structures 
for the 
following 
management 
areas in the 
school: 
p D GB T Ad Pr Pu Sk Sa n 
Pupil PP: 97 33 16 61 2 0 13 9 94 
affairs 
P: 95 76 20 69 4 24 0 10 4 495 
S: 94 86 18 61 4 50 14 6 2 222 
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(c) Curriculum matters 
N 812 (Question 9) 
Creating PERSONS/BODIES RESPONSIBLE 
organization 
structures 
for the 
following 
management 
areas in the 
school: 
p D GB T Ad Pr Pu Sk Sa n 
Curriculum PP: 94 34 2 49 0 0 0 14 54 94 
matters 
P: 94 66 9 49 0 0 31 49 495 
S: 92 69 9 44 2 0 0 23 46 222 
(d) Teaching matters 
N = 812 (Question 9) 
Creating PERSONS/BODIES RESPONSIBLE 
organization 
structures 
for the 
following 
management 
areas in the 
school: 
p D GB T Ad Pr Pu Sk Sa n 
Teaching PP: 95 35 2 60 0 0 0 14 44 94 
matters 
P: 96 71 5 61 0 0 30 36 495 
S: 95 76 6 53 0 25 32 222 
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(e) Physical facilities 
I N = 812 (Question 9) I 
Creating PERSONS/BODIES RESPONSIBLE 
organization 
structures 
for the 
following 
management 
areas in the 
school: 
p D GB T Ad Pr Pu Sk Sa n 
Physical PP: 88 27 78 35 0 0 0 2 5 94 
facilities 
P: 92 48 92 26 9 2 1 5 2 495 
S: 93 62 86 26 1 0 1 1 6 1 222 
I•// ·. 
. MEAN .. >9 . If .• ····•·•·•.·.·.·.·.· ·. < ••• 11 .·•· ·.•·· 49 89 27 8 2 
.. 1 5 2 
.. .. ..·. 
·• 
.. ..... 
(f) Financial affairs 
I N = 812 (Question 9) I 
Creating PERSONS/BODIES RESPONSIBLE 
organization 
structures 
for the 
following 
management 
areas in the 
school: 
p D GB T Ad Pr Pu Sk Sa n 
Physical PP: 89 21 87 1 6 26 0 0 1 1 94 
facilities 
P: 94 43 94 20 28 1 1 2 0 495 
S: 94 54 94 1 3 23 0 0 2 0 222 
.( .... · .... ·· 
. >· ... ····• 
·.· .. MEAN >93 43.·. 93 18 26 
· .. 0 1 g .·.·. ,.: .. ·:::.>:P~:.::: .. : .. ::-
····· ·······. 
.·.·. 
. 
. 
. · . . ..·• ... 
. . 
.. / .. 
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(g) Relations with other role-players 
Creating 
organization 
structures 
for the 
following 
management 
areas in the 
school: 
Relations PP: 
with other 
role-
players P· 
S: 
p 
85 
95 
94 
D 
21 
53 
63 
N = 812 (Question 9) 
PERSONS/BODIES RESPONSIBLE 
GB 
66 
76 
75 
T 
21 
31 
30 
Ad 
13 
8 
Pr 
0 
5 
7 
Pu 
0 
3 
3 
Sk 
12 
15 
18 
Sa 
4 
4 
5 
n 
94 
495 
222 
TABLE 10 Organizing function: Delegating duties and functions 
to persons involved in various management areas in the 
school (Question 9) 
(a) Staff affairs 
Delegating 
duties and 
functions to 
persons 
involved in 
the following 
management 
areas of the 
school: 
p D 
Staff PP: 91 27 
affairs 
P: 95 52 
s: 92 52 
N 812 (Question 9) 
PERSONS/BODIES RESPONSIBLE 
GB 
11 
8 
7 
T 
1 6 
17 
12 
Ad 
0 
2 
0 
15 2 
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Pr 
0 
0 
0 
Pu 
0 
0 
0 
Sk 
10 
16 
7 
Sa 
6 
4 
3 
n 
94 
495 
222 
(b) Pupil affairs 
N = 812 (Question 9) 
Delegating PERSONS/BODIES RESPONSIBLE 
duties and 
functions to 
persons 
involved in 
the following 
management 
areas of the 
school: 
p D GB T Ad Pr Pu Sk Sa n 
Pupil PP: 90 28 7 53 0 0 0 2 1 94 
affairs 
P: 90 70 11 52 3 16 5 8 3 495 
s: 90 74 8 47 2 29 8 4 2 222 
: >···• -- > -··-·-·-·--·· • 1vfl<'Kl\'r L• .• --- I- ····k --·P 
-- k -_ 
• QQ>···-- pp ro I- 51 2 18 6 6 :2 ---I \ / .. ~ ••-· .::::: !.- ··- ------
(c) Curriculum affairs 
I N = 812 (Question 9) I 
Delegating PERSONS/BODIES RESPONSIBLE 
duties and 
functions to 
persons 
involved in 
the following 
management 
areas of the 
school: 
p D GB T Ad Pr Pu Sk Sa n 
Curriculum PP: 87 28 3 46 0 1 0 6 30 94 
matters 
P: 89 59 6 30 0 0 0 22 33 495 
s: 88 60 4 26 0 0 0 1 7 35 222 
i···· -----.------------- M~AN I BB ····· 1- ••• ... -cccc --? .. -·------• L ----- <56 1---- 5 31 0 0 0 19 :n . I --- --- -.-
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(d) Teaching matters 
N = 812 (Question 9) 
Delegating PERS6NS/BODIES RESPONSIBLE 
duties and 
functions to 
persons 
involved in 
the following 
management 
areas of the 
school: 
p D GB T Ad Pr Pu 
Teaching PP: 90 29 2 49 0 0 0 
matters 
P: 93 64 5 39 0 0 
s: 93 66 3 31 0 0 0 
(e) Physical facilities 
N = 812 (Question 9) 
Delegating 
duties and 
functions to 
persons 
involved in 
the following 
management 
areas of the 
school: 
Physical PP: 
facilities 
P: 
s: 
p 
81 
85 
90 
D 
19 
42 
56 
PERSONS/BODIES RESPONSIBLE 
GB 
74 
81 
73 
T 
24 
20 
16 
402 
Ad 
3 
7 
6 
Pr 
2 
3 
Pu 
0 
3 
Sk 
6 
23 
20 
Sk 
0 
4 
4 
Sa 
19 
25 
26 
Sa 
3 
n 
94 
495 
222 
n 
94 
495 
222 
(f) Financial affairs 
Delegating 
duties and 
functions to 
persons 
involved in 
the following 
management 
areas of the 
school: 
Financial PP: 
affairs 
P: 
s: 
p 
86 
87 
91 
D 
15 
36 
Jg 
N = 812 (Question 9) 
PERSONS/BODIES RESPONSIBLE 
GB 
83 
86 
86 
T 
1 0 
16 
1 3 
Ad 
28 
22 
19 
Pr 
0 
Pu 
0 
10 
(g) Relations with other role-players 
Delegating 
duties and 
functions to 
persons 
involved in 
the following 
management 
areas of the 
school: 
Relations PP: 
with other 
role- P: 
players 
s: 
p 
84 
86 
87 
D 
16 
45 
58 
N = 812 (Question 9) 
PERSONS/BODIES RESPONSIBLE 
GB 
62 
68 
67 
T 
16 
22 
19 
Ad 
11 
6 
Pr 
0 
4 
6 
Pu 
0 
2 
3 
Sk 
0 
2 
Sk 
9 
14 
12 
Sa 
0 
0 
Sa 
4 
5 
2 
n 
94 
495 
222 
n 
94 
495 
222 
TABLE 11 Organizing function: Co-ordinating the duties and 
functions of various management areas in the school 
(Question 9) 
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(a) Staff affairs 
N = 812 (Question 9) 
Co-ordinating PERSONS/BODIES RESPONSIBLE 
the duties 
and functions 
of the 
following 
management 
areas in the 
school: 
p D GB T Ad Pr Pu Sk Sa n 
Staff PP: 99 31 18 22 0 0 0 17 6 94 
affairs 
P: 98 57 11 20 4 0 0 21 4 495 
S: 97 57 1 4 1 3 3 0 0 13 6 222 
(b) Pupil affairs 
I N = 812 (Question 9) I 
Co-ordinating PERSONS/BODIES RESPONSIBLE 
the duties 
and functions 
of the 
following 
management 
areas in the 
school: 
p D GB T Ad Pr Pu Sk Sa n 
Pupil PP: 97 34 1 0 56 0 1 0 78 3 94 
affairs 
P: 94 69 15 53 4 1 7 5 10 4 495 
S: 90 78 1 3 49 2 37 10 5 1 222 
k:...:.:.. . ::·:: ... ........... 1 ·· .. 
········ 
... 
•· ·: ... ..... 
. .. .. 
···•1 . ···•.:· •/. 
········· 1'1E:~N •. > Q3 ....... • 68 . .. 14 52 3 21 6. ·····1 .. ·. ·.·8.: ····• 3• •· ... !·•··· •· ./ /,'/ ..•• . . .. . .. ·. 
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(c) Curriculum matters 
N = 812 (Question 9) 
Co-ordinating 
the duties 
and functions 
of the 
following 
management 
areas in the 
school: 
Curriculum PP: 
matters 
P: 
S: 
p 
95 
94 
93 
D 
34 
60 
63 
(d) Teaching matters 
N 
Co-ordinating 
the duties 
and functions 
of the 
following 
management 
areas in the 
school: 
p D 
Teaching PP: 97 33 
matters 
P: 96 64 
S: 94 72 
= 
PERSONS/BODIES RESPONSIBLE 
GB 
6 
5 
812 
T 
37 
36 
31 
Ad 
0 
0 
Pr 
0 
0 
0 
(Question 9) 
Pu 
0 
0 
0 
PERSONS/BODIES RESPONSIBLE 
GB T Ad Pr Pu 
49 0 0 0 
6 43 0 
3 37 0 0 0 
42 1 
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Sk 
5 
26 
21 
Sk 
11 
26 
22 
Sa 
36 
39 
44 
Sa 
27 
28 
31 
n 
94 
495 
222 
n 
94 
495 
222 
(e) Physical facilities 
N = 812 (Question 9) 
Co-ordinating 
the duties 
and functions 
of the 
following 
management 
areas in the 
school: 
Physical PP: 
facilities 
P: 
S: 
p 
84 
90 
90 
D 
26 
42 
53 
(f) Financial affairs 
PERSONS/BODIES RESPONSIBLE 
GB 
69 
80 
77 
T 
33 
19 
20 
Ad 
3 
7 
9 
Pr Pu 
0 0 
3 0 
N = 812 (Question 9) 
Co-ordinating 
the duties 
and functions 
of the 
following 
management 
areas in the 
school: 
Financial PP: 
affairs 
P: 
S: 
p 
88 
93 
95 
D 
21 
35 
48 
PERSONS/BODIES RESPONSIBLE 
GB 
78 
85 
85 
T 
12 
12 
1 3 
406 
Ad Pr Pu 
30 0 0 
21 
23 0 
Sk 
2 
4 
6 
Sk 
0 
3 
Sa 
2 
Sa 
0 
0 
0 
n 
94 
495 
222 
n 
94 
495 
222 
(g) Relations with other role-players 
I N ::: 812 (Question 9) 
Co-ordinating PERSONS/BODIES RESPONSIBLE 
the duties 
and functions 
of the 
following 
management 
areas in the 
school: / 
p D GB T Ad Pr Pu Sk Sa n 
Relations 87 21 62 16 5 0 0 1 0 5 94 
with PP: 
other 93 44 72 20 9 3 2 15 5 495 
role-playersP: 
95 55 65 25 6 7 2 14 6 222 
S: 
I· •.• • .. ,· .... ·.···.··.·.·.··.·.· . ...... ., .. ':': ··• . •· ·.I• .· .. ·.· . . · .. · 
I(.> ....... ... t-iE:A.N •• < ·.·. / ·44 21 8 4 2 14 5 
6 Responsibility for providing guidance 
Abbreviations used as column headings in Tables 12-15 
P: Principal 
D: Senior Deputy/Deputy/Heads of Department 
GB: Governing body 
T: Teaching staff (other than in D above) 
Ad: Administrative staff 
Pr: Prefect body 
Pu: Pupils 
Sk: Superintendent of Education, Circuit SO(kr) 
Sa: Superintendent of Education, Academic SO(ak) 
Abbreviations used in the first column of Tables 4.13 - 4.16: 
PP: Pre-primary school principals 
P: Primary school principals 
S: Secondary school principals 
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TABLE 12 Guidance to be provided: Building relations between 
the various role-players involved in the school 
(Question 10) 
I N = 812 (Question 10) I 
Guidance to PERSONS/BODIES RESPONSIBLE 
be provided: 
Building 
relations 
between the 
various role-
players 
involved in 
the school 
p D GB T Ad Pr Pu Sk Sa n 
PP: 78 17 37 17 3 0 1 20 5 94 
P: 72 39 44 26 12 9 5 14 4 495 
S: 76 48 44 27 1 0 10 8 18 7 222 
1·•·. 
·t· I ·.· .•. · .. · 1· 10 
•./• · ..... 
!/ .• 16 .... :.:. .. ··. MEAN 74 39 >43 .·.· 25 I.·.· •.0/ 
..... :. 1 .. 5 < <•• · .••. ·. L H<. 
! • <········· 
TABLE 13 Guidance to be provided: Leadership within various 
areas of management in the school (Question 10) 
(a) Staff affairs 
N 812 (Question 10) 
Leadership PERSONS/BODIES RESPONSIBLE 
within the 
following 
area of 
management in 
the school: 
p D GB T Ad Pr Pu Sk Sa n 
Staff PP: 98 19 11 7 0 0 0 34 15 94 
affairs 
P: 99 52 10 12 2 0 31 9 495 
S: 98 58 12 11 0 26 9 222 
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(b) Pupil affairs 
N = 812 (Question 10) 
Leadership PERSONS/BODIES RESPONSIBLE 
within the 
following 
area of 
management in 
the school: 
p D GB T Ad Pr Pu Sk Sa n 
Pupil PP: 99 28 7 33 0 0 19 13 94 
affairs 
P: 94 71 12 56 2 21 4 13 5 495 
S: 96 80 8 49 44 10 11 3 222 
(c) Curriculum matters 
N = 812 (Question 10) 
Leadership PERSONS/BODIES RESPONSIBLE 
within the 
following 
area of 
management in 
the school: 
p D GB T Ad Pr Pu Sk Sa n 
Curriculum PP: 93 27 21 0 0 0 12 54 94 
matters 
P: 93 59 5 33 0 0 30 51 495 
S: 90 58 6 23 0 0 28 54 222 
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(c) Teaching affairs 
I N = 812 (Question 1 0) I 
Leadership PERSONS/BODIES RESPONSIBLE 
within the 
following 
area of 
management in 
the school: 
p D GB T Ad Pr Pu Sk Sa n 
Teaching PP: 95 28 0 27 0 0 0 14 44 94 
affairs 
P: 98 66 4 41 0 0 0 34 43 495 
S: 96 67 6 31 0 0 1 33 48 222 
\ / .· .. 
..... <Q6? ·. . y •. 1: •· ... 
<·.· .. < .......... M~~ > ..... · ...•. ·:62· 4 36 0 0 0 31 44 
.. · •· 1·. •· . . 
(e) Physical facilities 
I N = 812 (Question 1 0) I 
Leadership PERSONS/BODIES RESPONSIBLE 
within the 
following 
area of 
management in 
the school: 
p D GB T Ad Pr Pu Sk Sa n 
Physical PP: 84 19 61 19 2 0 0 4 5 945 
facilities 
P: 90 43 78 19 6 2 1 5 5 495 
S: 94 52 74 18 6 3 2 5 1 222 
{ .·.· l-i~~N 
1 <90 
,. 1 ..... ··:· ..... 
> 2< .... . ..... ·. 43 .·• , ..... 74 18 6 2 ,. 5 
· .. · . ) ·.· 
. . ... 
. 1... • •• 
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(f) Financial affairs 
N = 812 (Question 10) 
Leadership PERSONS/BODIES RESPONSIBLE 
within the 
following 
area of 
management in 
the school: 
p D GB T Ad Pr Pu Sk Sa n 
Financial PP: 88 13 72 7 1 5 0 0 5 2 94 
affairs 
P: 92 367 83 11 19 3 0 495 
S: 93 46 88 12 16 3 0 222 
(g) Relations with other role-players 
N = 812 (Question 10) 
Leadership PERSONS/BODIES RESPONSIBLE 
within the 
following 
area of 
management in 
the school: 
p D GB T Ad Pr Pu Sk Sa n 
Relations 85 14 53 9 4 0 0 1 3 3 94 
with PP: 
other 94 46 67 24 8 4 18 5 495 
role- P: 
players 93 50 65 18 6 9 4 20 6 222 
S: 
TABLE 14 Guidance to be provided: Motivating persons involved 
in various areas of school management (Question 10) 
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(a) Staff affairs 
N 812 (Question 10) 
Motivating PERSONS/BODIES RESPONSIBLE 
persons 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Staff PP: 98 24 12 10 0 0 0 24 16 94 
affairs 
P: 98 60 19 17 2 0 28 11 495 
S: 98 65 27 17 21 12 222 
(b) Pupil affairs 
N = 812 (Question 10) 
Motivating PERSONS/BODIES RESPONSIBLE 
persons 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Pupil PP: 98 30 4 40 0 0 0 10 7 94 
affairs 
P: 95 72 16 57 3 19 5 5 11 495 
S: 96 80 1 3 55 3 43 1 4 8 2 222 
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(c) Curriculum matters 
N = 812 (Question 1 0) 
Motivating PERSONS/BODIES RESPONSIBLE 
persons 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Curriculum PP: 96 27 1 29 0 0 0 132 51 94 
matters 
P: 94 60 7 28 0 0 0 30 46 495 
S: 94 67 7 28 0 0 1 26 51 222 
> <?.) • _L<·•,y >9 ... ·.· .... ·• . .... ·•· /• 58 ·. 6 28 0 0 0 27 48 / .•.•... · ·.·.·.· M~f:i'j 
... ·~··· ... I 
(d) Teaching matters 
I N = 812 (Question 1 0) I 
Motivating PERSONS/BODIES RESPONSIBLE 
persons 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Teaching PP: 95 26 0 30 0 0 0 1 37 94 
matters 
P: 97 65 6 38 0 1 0 34 41 495 
S: 96 71 7 34 0 0 1 35 45 222 
I•••·· 
•>.·.<< .:>"·> ··.::..::::.··:.··>.·· .. : .:1.··· 96 ·.· .·. < \MEAN·•··! 62 6 36 0 1 0 31 41 k<·. .·:-:.·-·:.·.:··.< ::·.·.<·· ....... :.::.-::::::..:: ... :1·: ·.· ...... · .... ·• . ... . 
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(e) Physical facilities. 
N = 812 (Question 10) 
Motivating PERSONS/BODIES RESPONSIBLE 
persons 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Physical PP: 94 1 7 60 17 0 0 4 3 94 
facilities 
P: 90 43 78 19 6 4 2 5 495 
S: 91 53 78 18 7 2 6 222 
(f) Financial affairs 
N = 812 (Question 10) 
Motivating PERSONS/BODIES RESPONSIBLE 
persons 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Financial PP: 93 1 4 73 1 4 18 0 0 3 2 94 
affairs 
P: 93 37 82 1 4 17 3 0 495 
S: 94 49 85 1 3 17 0 3 0 222 
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(g) Relations with other role-players 
N 812 (Question 10) 
Motivating PERSONS/BODIES RESPONSIBLE 
persons 
involved in "'t• 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Relations PP: 87 15 54 17 3 0 0 15 6 94 
with other 
role- P: 92 48 69 25 8 5 2 16 5 495 
players 
S: 93 52 63 20 6 8 3 20 6 222 
TABLE 1 5 Guidance to be provided: Building communications 
between all the role-players involved in various areas 
of school management 
(a) Staff affairs 
I N = 812 (Question 1 0) I 
Building PERSONS/BODIES RESPONSIBLE 
communication 
s between all 
the role-
players 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Staff PP: 99 30 20 26 2 0 1 21 1 3 94 
affairs 
P: 98 65 31 29 8 3 2 26 7 495 
S: 98 72 33 30 8 5 3 24 12 222 
.·.·.· ··>.··.·>.·.·.·.·.· .. · .. ;.·:-
.. 
/ ME.AN .·. 98 63 30 29 7 3 2 25 9 
......... 
.· .-:· ... : . ·.··· 
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(b) Pupil affairs 
I N ::: 812 (Question 1 0) 
Building PERSONS/BODIES RESPONSIBLE 
communication 
s between all 
the role-
players 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu 
Pupil PP: 97 30 12 51 2 1 2 
affairs 
P: 94 72 22 60 7 27 1 2 
S: 94 80 21 62 6 56 22 
I .. ,,, > '··· > : ' 
. I· ·.· . . 
,,. ·:' r-1EAN 94 .·,1 69 21 59 6 32 1 4 .. · 
·' 
.. . · . 
(c) Curriculum matters 
N ::: 812 (Question 10) 
Building 
communica-
tions between 
all the role-
players 
involved in 
the following 
area of 
school 
management: 
Curriculum PP: 
matters 
P: 
S: 
p 
96 
97 
95 
D 
27 
61 
62 
PERSONS/BODIES RESPONSIBLE 
GB 
2 
9 
1 0 
T 
41 
39 
39 
416 
Ad Pr 
0 
0 
Pu 
0 
0 
2 
I. 
Sk 
7 
13 
7 
10 I< 
... ·.i 
Sk 
6 
32 
29 
Sa 
9 
5 
3 
~ 
5, · .. 
Sa 
44 
46 
52 
n 
94 
495 
222 
n 
94 
495 
222 
I 
··' 
(d) Teaching matters 
N = 812 (Question 10) 
Building 
communica-
tions between 
all the role-
players 
involved in 
the following 
area of 
school 
management: 
Teaching PP: 
matters 
P: 
S: 
p 
98 
97 
98 
D 
28 
67 
71 
(e) Physical facilities 
PERSONS/BODIES RESPONSIBLE 
GB 
0 
8 
9 
T 
40 
49 
49 
Ad 
0 
0 
Pr 
0 
2 
2 
Pu 
0 
2 
4 
N = 812 (Question 10) 
Building 
communica-
tions between 
all the role-
players 
involved in 
the following 
area of 
school 
management: 
Physical PP: 
facilities 
P: 
S: 
p 
91 
92 
94 
D 
20 
46 
55 
PERSONS/BODIES RESPONSIBLE 
GB 
65 
81 
81 
T 
23 
24 
23 
417 
Ad 
2 
8 
9 
Pr 
0 
4 
7 
Pu 
0 
3 
5 
Sk 
12 
34 
35 
Sk 
2 
7 
5 
Sa 
33 
37 
39 
Sa 
2 
n 
94 
495 
222 
n 
94 
495 
222 
(f) Financial affairs 
N = 812 (Question 10) 
Building 
communica-
tions between 
all the role-
players 
involved in 
the following 
area of 
school 
management: 
Financial PP: 
affairs 
P: 
S: 
p 
91 
94 
95 
D 
17 
41 
52 
PERSONS/BODIES RESPONSIBLE 
GB 
72 
84 
86 
T 
21 
18 
17 
18 
Ad 
20 
23 
17 
21 
Pr 
0 
2 
Pu 
0 
0 
(g) Relations with other role-players 
I N = 812 (Question 1 0) 
Building PERSONS/BODIES RESPONSIBLE 
communica-
tions between 
all the role-
players 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu 
Relations 83 18 56 22 4 0 0 
with PP: 
other 93 51 72 31 1 4 8 5 
role- P: 
players 95 55 67 26 8 13 7 
S: 
IX ··.·.· .. ··.· . J1:EAt{ . ·. : :. :·· . 
<92 48 68 28 11 . 8 5 !::::> ::::/ :·•· ::::.::.. .: •· 
7 Function of control 
Sk 
2 
4 
Sk 
15 
17 
21 
17 
Abbreviations used as column headings in Tables 16-19 
418 
Sa 
0 
Sa 
9 
6 
8 
7 
n 
94 
495 
222 
n 
94 
495 
222 
I 
P: Principal 
D: Senior Deputy/Deputy/Heads of Department 
GB: Governing body 
T: Teaching staff (other than in D above) 
Ad: Administrative staff 
Pr: Prefect body 
Pu: Pupils 
Sk: Superintendent of Education, Circuit SO(kr) 
Sa: Superintendent of Education, Academic SO(ak) 
Abbreviations used in the first column of Tables 4.17 - 4.20: 
PP: Pre-primary school principals 
P: Primary school principals 
S: Secondary school principals 
TABLE 16 Function of control: Controlling that instructions 
issued to people involved in various areas of school 
management are carried out (Question 11) 
(a) Staff affairs 
I N = 812 (Question 11) I 
Controlling PERSONS/BODIES RESPONSIBLE 
that 
instructions 
issued to 
people 
involved in 
the following 
area of 
school 
management is 
carried out: 
p D GB T Ad Pr Pu Sk Sa n 
Staff PP: 96 27 1 0 7 2 0 0 22 14 94 
affairs 
P: 98 63 6 13 3 0 0 29 13 495 
S: 99 76 9 13 3 0 0 24 12 222 
97 60 ( 7 12// :3 ''··· /6 
··>21•••······ l••••<t~<· +•••••••> MEAN •· ·.·.· .. ·• ·.· :.:..···· . '·' ..... ·• 
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(b) Pupil affairs 
I N = 812 (Question 11 ) 
Controlling PERSONS/BODIES RESPONSIBLE 
that 
instructions 
issued to 
people 
involved in 
the following 
area of 
school 
management is 
carried out: 
p D GB T Ad Pr Pu 
Pupil PP: 93 34 7 45 3 1 0 
affairs 
P: 92 76 8 60 4 19 2 
S: 90 87 5 60 2 44 7 
, ........ ···· > / MEAN igf/ 74 / ······ 58 .•• I 3 .< f3. . ... . ...•... H .. ·.. ·•. <. ········ ....... . ·• .. . > .·.····· 
(c) Curriculum matters 
N = 812 (Question 11) 
Controlling 
that 
instructions 
issued to 
people 
involved in 
the following 
area of 
school 
management is 
carried out: 
Curriculum PP: 
matters 
P: 
S: 
p 
96 
95 
95 
D 
30 
65 
66 
PERSONS/BODIES RESPONSIBLE 
GB 
2 
5 
6 
T 
24 
28 
29 
420 
Ad 
0 
0 
0 
Pr 
0 
0 
0 
Pu 
0 
0 
0 
Sk 
7 
15 
4 
I rt./ 
Sk 
9 
34 
29 
Sa 
6 
5 
3 
>\s<··•• 
Sa 
43 
51 
55 
n 
94 
495 
222 
< <> \ 
n 
94 
495 
222 
I 
(d) Teaching matters 
I N = 812 (Question 11 ) I 
Controlling PERSONS/BODIES RESPONSIBLE 
that 
instructions 
issued to 
people 
involved in 
the following 
area of 
school 
management is 
carried out: 
p D GB T Ad Pr Pu Sk Sa n 
Teaching PP: 97 33 1 29 0 0 0 15 32 94 
matters 
P: 97 68 4 34 0 0 0 34 46 495 
S: 97 69 4 32 0 0 0 33 42 222 
I > .... . ... · ··.· 
ME:.l\N .. 97 64 3 33 0 0 0 31 43 I> 
. ·• 
. 
(e) Physical facilities 
I N = 812 (Question 11 ) I 
Controlling PERSONS/BODIES RESPONSIBLE 
that 
instructions 
issued to 
people 
involved in 
the following 
area of 
school 
management is 
carried out: 
p D GB T Ad Pr Pu Sk Sa n 
Physical PP: 85 22 64 24 2 0 0 1 1 94 
facilities 
P: 90 43 81 1 7 8 2 1 5 1 495 
S: 91 56 78 20 11 5 0 3 1 222 
.. 
< 
.·• I.·· · .. 
MEAN 90 .·•· 44 78 19 8 2 1 4 1 
.· . 
.... ·.· .. 
.. 
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(f) Financial affairs 
Controlling 
that 
instructions 
issued to 
people 
involved in 
the following 
area of 
school 
management is 
carried out: 
Financial PP: 
affairs P: 
S: 
p 
88 
93 
94 
N = 812 (Question 11) 
D 
14 
34 
50 
PERSONS/BODIES RESPONSIBLE 
GB 
73 
86 
87 
T 
1 0 
11 
13 
Ad 
22 
21 
20 
Pr 
0 
0 
Pu 
0 
0 
0 
(g) Relations with other role-players 
Controlling 
that 
instructions 
issued to 
people 
involved in 
the following 
area of 
school 
management is 
carried out: 
Relations PP: 
with other 
role- P: 
players 
S: 
p 
84 
92 
94 
N = 812 (Question 11) 
PERSONS/BODIES RESPONSIBLE 
D 
20 
46 
51 
GB 
49 
67 
64 
T 
19 
22 
20 
Ad 
4 
8 
5 
Pr 
0 
4 
7 
Pu 
0 
3 
Sk 
3 
2 
Sk 
10 
16 
18 
Sa 
0 
0 
0 
Sa 
6 
7 
n 
94 
495 
222 
n 
94 
495 
222 
TABLE 17 Function of control: Observing and measuring the 
activities of persons involved in various areas of 
school management (Question 11) 
422 
(a) Staff affairs 
Observing and 
measuring the 
activities of 
persons 
involved in 
the following 
area of 
school 
management: 
Staff 
affairs 
PP: 
P: 
S: 
p 
96 
98 
98 
(b) Pupil affairs 
Observing and 
measuring the 
activities of 
persons 
involved in 
the following 
area of 
school 
management: 
Pupil 
affairs 
PP: 
P: 
S: 
p 
95 
94 
95 
N 812 (Question 11) 
PERSONS/BODIES RESPONSIBLE 
D 
30 
64 
70 
GB 
11 
10 
16 
T 
9 
11 
12 
Ad 
0 
Pr 
0 
0 
N = 812 (Question 11) 
Pu 
0 
0 
0 
PERSONS/BODIES RESPONSIBLE 
D 
28 
75 
86 
GB 
10 
14 
16 
T 
52 
57 
60 
423 
Ad 
0 
2 
2 
Pr 
12 
29 
Pu 
0 
4 
Sk 
40 
36 
29 
Sk 
18 
19 
8 
Sa 
31 
22 
19 
Sa 
13 
11 
6 
n 
94 
495 
222 
n 
94 
495 
222 
(c) Curriculum matters 
I N = 812 (Question 11 ) I 
Observing and PERSONS/BODIES RESPONSIBLE 
measuring the 
activities of 
persons 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Curriculum PP: 97 27 1 27 0 0 0 16 59 94 
matters 
P: 96 66 7 29 0 0 0 36 54 495 
S: 94 68 8 30 0 0 0 32 59 222 
/ ••·•>y) . MFfo.Ni i 9§< •· . . 
. . . . .•• IC 
···62·· .... ·. 29 0 .· 0 0 
.· 33 ·• 56 ·. 
>•.·•·.·.·.·.· .. ·.·•· •· •.. :• · .. •· 
(d) Teaching matters 
I N = 812 (Question 11 ) I 
Observing and PERSONS/BODIES RESPONSIBLE 
measuring the 
activities of 
persons 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Teaching PP: 97 28 4 29 0 0 0 18 52 94 
matters 
P: 97 69 4 35 0 0 0 40 49 495 
S: 97 76 9 33 0 0 0 43 50 222 
> < > <· M-bt.G y: .. ::>• .· 97 66 .. 6 34 0 0 0 38 50 I\::·.:::·:·.·._ ._·:~ ~--1_::-·- _-: __ .·· .. 
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(e) Physical facilities 
N = 812 (Question 11) 
Observing and 
measuring the 
activities of 
persons 
involved in 
the following 
area of 
school 
management: 
Physical PP: 
facilities 
P: 
S: 
p 
88 
91 
93 
D 
21 
46 
55 
(f) Financial affairs 
PERSONS/BODIES RESPONSIBLE 
GB 
72 
81 
86 
T 
21 
18 
23 
Ad 
3 
7 
9 
Pr 
0 
5 
Pu 
0 
0 
2 
N 812 (Question 11) 
Observing and 
measuring the 
acti vi.ties of 
persons 
involved in 
the following 
area of 
school 
management: 
Financial PP: 
affairs 
P: 
S: 
p 
90 
93 
95 
D 
10 
35 
54 
PERSONS/BODIES RESPONSIBLE 
GB 
79 
87 
91 
T 
9 
8 
13 
425 
Ad 
21 
20 
21 
Pr 
0 
0 
0 
Pu 
0 
0 
0 
Sk 
5 
8 
5 
Sk 
3 
4 
2 
Sa 
4 
2 
Sa 
3 
0 
n 
94 
495 
222 
n 
94 
495 
222 
(g) Relations with other role-players 
Observing and 
measuring the 
activities of 
persons 
involved in 
the following 
area of 
school 
management: 
Relations 
with PP: 
other 
role-playersP: 
S: 
p 
86 
93 
95 
N = 812 (Question 11) 
PERSONS/BODIES RESPONSIBLE 
D 
16 
45 
52 
GB 
56 
67 
69 
T 
12 
22 
23 
Ad 
8 
7 
Pr 
0 
5 
7 
Pu 
0 
2 
4 
Sk 
14 
18 
16 
Sa 
4 
5 
6 
n 
94 
495 
222 
TABLE 18 Function of control: Evaluating the activities of 
persons involved in various areas of school management 
(Question 11) 
(a) Staff affairs 
I N = 812 (Question 11 ) I 
Evaluating PERSONS/BODIES RESPONSIBLE 
the 
activities of 
persons 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Staff PP: 95 23 5 4 0 0 0 46 32 94 
affairs 
P: 97 64 7 11 1 0 0 44 25 495 
S: 98 68 9 12 0 0 0 39 26 222 
r>:• ·.·. 
/> .. MEAN··•· ·.97 . •... 60 7 1 0 0 0 0 43 26 ....... ·. . . k. . 
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(b) Pupil affairs 
I N = 812 (Question 11 ) I 
Evaluating PERSONS/BODIES RESPONSIBLE 
the 
activities of 
persons 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Pupil PP: 94 23 6 46 0 1 0 20 15 94 
affairs 
P: 94 73 12 59 1 10 1 21 14 485 
S: 94 84 12 63 0 25 5 5 1 4 222 
I< .· .. ·· .. • ··•·· . · .. 
I>... .>····· >MEAN 94 71 11 58 1 13 2 19 13 .. 
(c) Curriculum matters 
I N = 812 (Question 11 ) I 
Evaluating PERSONS/BODIES RESPONSIBLE 
the 
activities of 
persons 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Curriculum PP: 95 23 1 231 0 0 0 18 56 94 
matters 
P: 94 63 6 28 0 0 0 40 56 495 
S: 94 66 6 27 0 0 0 34 57 222 
k/ . ······· ME:AN 94 59 5 27 0 0 0 36 56 
....... ·.•· ... .... ·. . 
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(d) Teaching matters 
N = 812 (Question 11) 
Evaluating 
the 
activities of 
persons 
involved in 
the following 
area of 
school 
management: 
Teaching PP: 
matters 
P: 
S: 
p 
96 
96 
96 
D 
24 
69 
70 
(e) Physical facilities 
PERSONS/BODIES RESPONSIBLE 
GB 
0 
4 
6 
T 
20 
32 
32 
Ad 
0 
0 
0 
Pr 
0 
0 
0 
Pu 
0 
0 
0 
N = 812 (Question 11) 
Evaluating 
the 
activities of 
persons 
involved in 
the following 
area of 
school 
management: 
Physical PP: 
facilities 
P: 
S: 
p 
89 
90 
94 
D 
20 
45 
55 
PERSONS/BODIES RESPONSIBLE 
GB 
64 
83 
83 
T 
20 
18 
19 
428 
Ad 
0 
6 
6 
Pr 
0 
2 
Pu 
0 
0 
2 
Sk 
20 
43 
44 
Sk 
7 
7 
7 
Sa 
51 
51 
52 
Sa 
7 
3 
3 
n 
94 
495 
222 
n 
94 
495 
222 
(f) Financial affairs 
Evaluating 
the 
activities of 
persons 
involved in 
the following 
area of 
school 
management: 
Financial PP: 
affairs 
P: 
S: 
p 
86 
92 
93 
N = 812 (Question 11) 
PERSONS/BODIES RESPONSIBLE 
D 
12 
35 
51 
GB 
76 
87 
89 
T 
12 
9 
11 
ro 
Ad 
12 
15 
15 
Pr 
0 
0 
Pu 
0 
0 
0 
(g) Relations with other role-players 
Evaluating 
the 
activities of 
persons 
involved in 
the following 
area of 
school 
management: 
Relations PP: 
with other 
role- P: 
players 
S: 
p 
86 
92 
92 
N = 812 (Question 11) 
PERSONS/BODIES RESPONSIBLE 
D 
13 
45 
52 
GB 
50 
67 
66 
T 
1 3 
18 
20 
18 
Ad 
2 
6 
4 
Pr 
0 
3 
5 
Pu 
0 
4 
Sk 
7 
5 
5 
Sk 
15 
16 
17 
Sa 
3 
0 
Sa 
7 
4 
7 
n 
94 
495 
222 
n 
94 
495 
222 
TABLE 19 Function of control: Initiating corrective actions to 
be taken by persons involved in various areas of 
school management (Question 11) 
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(a) Staff affairs 
N = 812 (Question 11 ) 
Initiating PERSONS/BODIES RESPONSIBLE 
corrective 
actions to be 
taken by 
persons 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Staff PP: 94 22 22 10 0 0 0 39 17 94 
affairs 
P: 97 51 17 1 3 1 0 0 41 18 495 
S: 97 53 24 1 3 0 0 0 27 15 222 
> < 
.. . 
Q7 ... 
. . 
MEAN 48 19 12 1 0 0 37 17 
· .... 
·.···. ·. .. 
. 
(b) Pupil affairs 
I N = 812 (Question 11 ) I 
Initiating PERSONS/BODIES RESPONSIBLE 
corrective 
actions to be 
taken by 
persons 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Pupil PP: 95 26 19 37 1 0 0 27 14 94 
affairs 
P: 95 68 1 6 52 2 1 4 2 22 11 495 
1 0 
S: 96 81 18 53 2 33 9 5 222 
I <\ > •• ~10'~1 ... . .... :· .. 1·.· .... . .··· ·•· · .. · . ·.•.7 ~··•·.gr i< Q ) I • \/ 
.··•· ·.·•· ..•...•. ·~--:c,'~l 95 .•.•. , ... 16 51 2 18 4 ... ·• I·• •. ••· ... . I .... ·•· 
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(c) Curriculum matters 
N = 812 (Question 11) 
Initiating 
corrective 
actions to be 
taken by 
persons 
involved in 
the following 
area of 
school 
management: 
Curriculum PP: 
matters 
P: 
S: 
p 
91 
95 
94 
D 
23 
58 
58 
(d) Teaching matters 
PERSONS/BODIES RESPONSIBLE 
GB 
2 
8 
6 
T 
30 
29 
24 
28 
Ad 
0 
0 
Pr 
0 
0 
0 
Pu 
0 
0 
0 
N = 812 (Question 11) 
Initiating 
corrective 
actions to be 
taken by 
persons 
involved in 
the following 
area of 
school 
management: 
Teaching PP: 
matters 
P: 
S: 
p 
93 
96 
97 
D 
24 
63 
67 
PERSONS/BODIES RESPONSIBLE 
GB 
5 
6 
T 
32 
35 
30 
431 
Ad 
0 
0 
0 
Pr 
0 
0 
0 
Pu 
0 
0 
0 
Sk 
20 
42 
36 
Sk 
19 
45 
42 
Sa 
54 
57 
62 
Sa 
49 
59 
53 
n 
94 
495 
222 
n 
94 
495 
222 
(e) Physical facilities 
N 812 (Question 11) 
Initiating 
corrective 
actions to be 
taken by 
persons 
involved in 
the following 
area of 
school 
management: 
Physical PP: 
facilities 
P: 
S: 
p 
87 
90 
93 
D 
16 
40 
50 
(f) Financial affairs 
I N 
Initiating 
corrective 
actions to be 
taken by 
persons 
involved in 
the following 
area of 
school 
management: 
p D 
Financial PP: 89 12 
affairs 
P: 92 35 
S: 94 50 
<< < · ~~AN . • ... ·. ./ •· 92· 36 
······ ./ :<:':. ····••/<7~.-·. .. :: . 
= 
PERSONS/BODIES RESPONSIBLE 
GB 
71 
84 
81 
T 
21 
18 
22 
Ad 
2 
6 
8 
Pr 
0 
2 
4 
Pu 
0 
2 
812 (Question 11 ) 
PERSONS/BODIES RESPONSIBLE 
GB T Ad Pr Pu 
78 11 1 7 0 0 
88 12 18 1 0 
88 1 3 18 0 0 
···1 .. . . .  1··· 
·•·• 87 12 18 1 0 
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Sk Sa 
10 7 
7 
6 
Sk Sa 
11 4 
5 0 
4 1 
.... . : ...... 1 •· ••••• · .. 
5 I f • 
. 
n 
94 
495 
222 
n 
94 
495 
222 
I .. •> . .. 
. 
I 
(g) Relations with other role-players 
I N = 812 (Question 11) I 
Initiating PERSONS/BODIES RESPONSIBLE 
corrective 
actions to be 
taken by 
persons 
involved in 
the following 
area of 
school 
management: 
p D GB T Ad Pr Pu Sk Sa n 
Relations PP: 85 19 54 17 3 0 0 19 6 MEA 
with other N 
role- P: 94 43 68 22 9 3 1 17 4 
players 
S: 92 50 66 22 7 7 4 18 7 
1:·:······· ... · ... .. 42 .•.• 
> < <./· MEAN 92 ...... 66 21 8 4 2 18 5 I· 
.· ·• 
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APPENDIX G 
RESEARCH RESULTS: CHAIRMEN OF GOVERNING BODIES 
1 TYPE OF SCHOOL 
Table 1 Type of school (Question 1) 
N = 31 
Type of school Number % 
Primary school 15 48,4 
Secondary school 15 48,4 
No response 1 3,2 
Total 31 100 
2 INVOLVEMENT OF GOVERNING BODY IN SCHOOL MANAGEMENT: 
PLANNING FUNCTIONS 
In Table 2 below the following codes are used: 
A: The extent to which the governing body is involved in each 
of the planning functions mentioned 
B: Whether the governing body should be involved in the 
planning function mentioned or not 
Scale used in A: 
0: not involved at all 
1: involved together with others (e.g. staff, parents, etc.) 
2: solely- involved (i.e. only the governing body, which 
includes the principal) 
Abbreviations used in B: 
Y: YES, the governing body should be involved. 
N: NO, the governing body should NOT be involved. 
ES: English-medium secondary school 
EP: English-medium primary school 
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AS: Afrikaans-medium secondary school 
AP: Afrikaans-medium primary school 
Table 2 Involvement of the governing body in the planning 
function of schools (Question 2) 
N = 31 (figures in brackets are percentages) 
I PLANNING FUNCTION I A II B I 
I I 0 I 1 I 2 I y N 
l.:..l ES 0 6 1 6 0 
Formulating 7 ( 0' 0) (85,7) (14,3) (85,7) ( 0' 0) 
the overall 
aims of the EP 1 3 0 4 0 
school 4 (25,0) (75,0). ( 0' 0) (100) I ( 0' 0) 
AS 0 6 3 8 0 
8 ( 0' 0) (75,0) (25,0) ( 1 00) ( 0' 0) 
AP 0 11 0 7 4 
11 ( 0' 0) ( 1 00) (0, 0) (63,6) (36,4) 
./ .·· ·· ... ····· . ·• 1 
. 
tot.al · 
•• 
2 22 , 29 0 
.· ... ·.· 
(6.s) (71.0) (22.6) (93.6) U> •. ~) .. 
2.2 
Formulating 
the 
objectives 
of the 
school in 
the 
following 
areas: 
2.2.1 ES 2 3 2 5 2 
Staff 7 (28,6) (42,9) (28,6) (71,4) (28,6) 
affairs 
EP 3 1 0 2 2 
4 (75,0) (25,0) ( 0' 0) (50,0) (50,0) 
AS 0 4 4 8 0 
8 ( 0' 0) (50,0) (50,0) ( 1 00) ( 0' 0) 
AP 1 4 6 10 1 
11 ( 1 ' 1 ) (36,4) (54,6) (90,9) ( 9' 1 ) 
1 ~otat / .. ··.·. X I>< 
••• 
. 
I 7 12 12 25 · .. 5 
······ < ... .. · .. >< I> ... (22, 6) (38,7) (38,7) c~.o, T> (J6,1J.•·· 
2.2.2 ES 1 5 1 6 1 
Pupil 7 (14,3) (71,4) (14,3) (85,7) (14,3) 
arr airs 
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N = 31 
(figures in brackets are percentages) 
PLANNING FUNCTION 
0 
EP 4 
4 ( 1 00) 
AS 2 
8 (25,0) 
AP 3 
11 (27,3) 
I C .. < · / l.>····•···{k ..... I> .·•.: .... 11 . 
I >•••• 'l'?ta.1;•< ························•····•·· '••···· ····· ····· (3515) .. , 
2.2.3 ES 2 
7 (28,6) 
Curriculum 
matters EP 3 
4 (75,0) 
AS 4 
8 (50,0) 
AP 8 
11 (72,7) 
.. .... 
. 
·• 
t 
•••••••••••••••••••••••••••••••••••••••••••••••••••••• 
. .. 
18 ·•· 1 
I• ••·• / h (58,J)•·• 
2.2.4 ES 3 
Teaching 7 (42,9) 
matters EP 2 
4 (50,0) 
AS 2 
8 (25,0) 
AP 6 
11 (54,5) 
i ~~~~; •••• ••• .:: ;:: i I • (.\~;! ; 
< > ..... > •• > ........ i ·····,.·. 
2.2.5 ES 0 
Physical 7 ( 0 f 0) 
facilities EP 1 
4 (25,0) 
AS 0 
8 ( 0 I 0) 
A 
0 
(0,0) 
6 
(75,0) 
7 
(63,6) 
18 
(58,1) 
5 
(71,4) 
1 
(25,0) 
2 
(25,0) 
2 
( 18 I 2) 
10 
(32,3) .·· 
3 
(42,9) 
2 
(50,0) 
2 
(25,0) 
5 
(45,5) 
J2 
(3f:S1ll•·• 
·• .... 
3 
(42,9) 
2 
(50,0) 
6 
(75,0) 
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•· 
·.····.:·· 
2 
0 
(0,0) 
0 
( 0 f 0) 
1 
( 9 f 1 ) 
.··. 
2 
(6,5) 
0 
( 0 I 0) 
0 
( 0 f 0) 
2 
(25,0) 
II 
I y 
2 
(50,0) 
6 
(75,0) 
10 
(90,9) 
24 
(77,~) 
6 
(85,7) 
2 
(50,0) 
5 
(62,5) 
1 6 
(9,1) (54,5) 
B 
··r··. 
N 
2 
(50,0) 
2 
(25,0) 
1 
( 9 f 1 ) 
.· 
•· 
6 
( 19, 4) 
1 
(14,3) 
2 
(50,0) 
2 
(25,0) 
5 
(45,5) 
i .... . > .• ·• .. ·.· .. ·. ····•·•· ... ·.·•·.·.·· ... · .•.• 
.c9~7f• ··•· t6l~3f. · .> ci~g3J• 
1 
(14,3) 
0 
( 0' 0) 
4 
(50,0) 
0 
( 0 f 0) 
• ••••••••• 
4 
( 57I1) 
1 
(25,0) 
2 
(25.0) 
6 
(85,7) 
2 
(50,0) 
7 
(87,5) 
6 
(54,5) 
6 
(85,7) 
4 
(100) 
8 
( 1 00) 
1 
(14,3) 
2 
(50,0) 
0 
( 0 f 0) 
5 
(45,5) 
1 
(14,3) 
0 
(0,0) 
0 
(0,0) 
•· 
N = 31 
(figures in brackets are percentages) 
PLANNING FUNCTION A II 
2.2.6 
Finan-cial 
affairs 
2.2.7 
Relations 
with 
other role-
players 
2.3 
Formulating 
policy for 
the 
following 
areas: 
2. 3. 1 
Staff 
affairs 
0 2 
AP 0 6 5 
11 (0,0) (54,5) (45,5) 
ES 
7 
EP 
4 
AS 
8 
ES 
7 
EP 
4 
AS 
8 
AP 
11 
ES 
7 
EP 
4 
0 
( 0' 0) 
1 
(25,0) 
0 
( 0 I 0) 
0 
( 0' 0) 
1 
(25,0) 
0 
( 0' 0) 
1 
( 9 / 1 ) 
1 
( 1 4' 3) 
3 
( 75, 0) 
1 
(14,3) 
1 
(25,0) 
7 
(87,5) 
5 
( 71'4) 
1 
(25,0) 
6 
(75,0) 
6 
(54,5) 
4 
( 57' 1 ) 
1 
( 25' 0) 
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6 
(85,7) 
2 
(50,0) 
1 
(12,5) 
2 
(28,6) 
2 
(50,0) 
2 
(25,0) 
4 
(36,4) 
2 
(28,6) 
0 
( 0' 0) 
B 
y N 
1 0 1 
(90,1) (9,1) 
•· · ... 
4 
(57,1) 
4 
( 1 00) 
8 
( 1 00) 
6 
(85,7) 
4 
( 1 00) 
8 
( 1 00) 
11 
( 1 00) 
6 
(85,7) 
1 
(25,0) 
3 
(42,9) 
0 
(0,0) 
0 
(0,0) 
1 
( 9' 1 ) 
1 
( 1 4' 3) 
0 
( 0' 0) 
0 
(0,0) 
0 
(0,0) 
1 
(14,3) 
3 
(75,0) 
N = 31 
(figures in brackets are percentages) 
PLANNING FUNCTION A II B 
0 2 I y N 
AS 0 4 4 8 0 
8 ( 0' 0) (50,0) (50,0) ( 1 00) (0,0) 
AP 4 9 2 
11 (36,4) (81,8) (18,2) 
2.3.2 ES 0 7 0 7 0 
Pupil 7 ( 0' 0) ( 1 00) ( 0' 0) ( 1 00) ( 0' 0) 
affairs 
EP 4 0 0 3 1 
4 ( 1 00) ( 0' 0) ( 0' 0) (75,0) (25,0) 
AS 1 6 1 7 1 
8 (12,5) ( 75, 0) (12,5) (87,5) (12,5) 
AP 3 5 3 10 1 
11 (27,3) ( 45' 5) (27,3) (90,9) ( 9 / 1 ) 
18 4 
csa,11.·•• (12191 
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N = 31 (figures in brackets are percentages) 
I PLANNING FUNCTION I A II B I 
I I 0 I 1 I 2 I y N 
2.3.3 ES 1 5 1 7 0 
Curriculum 7 (14,3) (71,4) (14,3) ( 1 00) (0,0) 
matters EP 4 0 0 2 2 
4 ( 1 00) ( 0 t 0) ( 0 t 0) (50,0) (50,0) 
AS 2 4 2 6 2 
8 (25,0) (50,0) (25,0) (75,0) (25,0) 
AP 8 2 1 5 6 
11 (72,7) ( 18, 2) ( 9 I 1 ) (45,5) (54,5) 
'•••·········Tota~····················••••.•·••••···•·•··•···•• ....... ... . . > . · .... 16 11 4 I• ~o .·.··· . JO • .·.· .. ... ....... ····· ... ... f$J 161 ........ {35,5}. ··•••· ... /(12,~J I 164{5) / I .·(32,3) ·.· ... ·.· 
2.3.4 ES 3 3 1 6 1 
Teaching 7 (42,9) (42,9) (14,3) (85,7) (14,3) 
matters EP 3 1 0 2 2 
4 (75,0) (25,0) (0,0) (50,0) (50,0) 
AS 2 2 4 7 1 
8 (25,0) (25,0) (50,0) (87,5) (12,5) 
AP 7 3 1(9,1) 6 5 
11 (63,6) (27,3) (54,5) (45,5) 
···········Total·········································· 
. . ..... 
. <·.•· ..... . .. I 
.. 
. · ... < . .··.· .. ··.·.··. I ? ..... .. 
•·.········:··.9.··········· l6 9 1. 6 . 2f .. 
········· . 
1 csr,61 •· (29, 0) .. •(1.~~41. ·•. ··. (67}7)•· (2~,Q) .. . .. 
.· 
2.3.5 ES 0 4 3 6 1 
Physical 7 ( 0, 0) ( 5 7, 1 ) (42,9) (85,7) (14,3) 
facilities EP 0 2 2 4 0 
4 ( 0, 0) (50,0) ( 50, 0) ( 1 00) ( 0, 0) 
AS 0 6 2 8 0 
8 ( 0 f 0) (75,0) (25,0) ( 1 00) ( 0 t 0) 
AP 0 3 8 11 0 
11 (0,0) (27,3) (72, 7) ( 1 00) (0,0) 
) / . )\ 
!••······························· 
1••···············(3·~··2·)·········· .· ... ··· 15 
........... •. ····(····~;4••)·············· 1•·•················(9~·~~·)············ 1••••·············t·3·~·2··)··········· 'l'nt-~1> ··••··• ··. [./ . ) ....... t4a;4r •·. / . . . ...... :::: ... , . ..-:.---
2.3.6 ES 0 3 4 4 3 
Finan-cial 7 ( 0 t 0) (42,9) (57,1) (57,1) (42,9) 
affairs EP 0 0 4 3 1 
4 ( 0 I 0) ( 0 f 0) ( 1 00) (75,0) (25,0) 
439 
N = 31 
(figures in brackets are percentages) 
PLANNING FUNCTION A II B 
0 2 I y N 
AS 0 6 2 8 0 
8 ( 0 f 0) (iS,0) (25,0) ( 1 00) ( 0 f 0) 
AP 0 11 0 
11 (0,0) ( 1 00) (0,0) 
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N = 31 (figures in brackets are percentages) 
I PLANNING FUNCTION I A II B I 
I I 0 I 1 I 2 I y N 
2.3.7 ES 0 5 2 6 1 
Relations 7 ( 0 t 0) (71,4) (28,6) (85,7) (14,3) 
with 
other role- EP 0 1 3 3 1 players 4 ( 0 t 0) (25,0) (75,0) (75,0) (25,0) 
AS 0 5 3 8 0 
8 ( 0 t 0) (62,5) (37,5) ( 1 00) ( 0 t 0) 
AP 1 5 5 11 0 
11 ( 9 t 1 ) (54,5) (45,5) ( 1 00) (0,0) 
I•./ .J•:••H.• 2 •••••••••••••••••••••••• •••••••••••••••••••••• I f ••· 
:• 
•· . ::: •·• ... •·•· : ·.· 
. 
. :· . . .2 ···. 16 .. 2a· : '.2 .·. :• 13 ·. .·· 
F(V/·•:·······/······· 1 .. / .. ····.•·•··. •..••... 16,5} .... · J5t;6) ( 41, 9) .... f90,3) (6,51 .· 
2.4 
Taking 
decision 
which 
affect the 
following 
areas: 
2. 4. 1 ES 0 5 2 6 1 
Staff 7 ( 0 t 0) (71,4) (28,6) (85,7) (14,3) 
affairs 
EP 2 0 2 2 2 
4 (50,0) ( 0 t 0) (50,0) (50,0) (50,0) 
AS 0 4 4 8 0 
8 ( 0 t 0) (50,0) (50,0) ( 1 00) (0,0) 
AP 2 4 5 10 1 
11 (18,2) (36,4) (45,5) (90,9) ( 9 t 1 ) 
,t:~i< ··:·.··. 1+·•< : 
.. 
·········.··.·.····· 
.. 
..•••••.•••••• ( •• 1.24,·9·) 
/ 
•••••••••••••••••••••••• ••••••••••••••••••••••••••••••••••••••••••••• 
•••••••• t\J~' ·:•.·/········· ........ .s.· 13 ·•· t3 ....... ·.··• ... ·· ... :26 / .. < I<< / .. tt6i1h (Af,9) I {83,9) !•.· .::><< .. < .:.: :·::.•:.::: 1... ·:. (41,g) . .... 
2.4.2 ES 0 7 0 7 0 
Pupil 7 ( 0 t 0) ( 1 00) ( 0 t 0) ( 1 00) ( 0 t 0) 
affairs 
EP 3 0 1 2 2 
4 (75,0) ( 0 t 0) (25,0) (50,0) (50,0) 
AS 1 5 2 6 2 
8 (12,5) (62,5) (25,0) (75,0) (25,0) 
AP 3 7 1 9 2 
11 (27,3) (63,6) ( 9 I 1 ) (81,8) (18,2) 
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N = 31 
(figures in brackets are percentages) 
PLANNING FUNCTION A B 
0 2 y N 
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N = 31 
(figures in brackets are percentages) 
I PLANNING FUNCTION I A II B I 
I I 0 I 1 I 2 I y N 
2.4.3 ES 0 6 1 7 0 
Curriculum 7 (0,0) (85,7) (14,3) ( 1 00) (0,0) 
matters EP 3 1 0 2 2 
4 (75,0) (25,0) ( 0' 0) (50,0) (50,0) 
AS 2 2 4 7 1 
8 (25,0) (25,0) (50,0) (87,5) (12,5) 
AP 8 3 0 4 7 
11 (72,7) (27,3) ( 0' 0) (36,4) (63,6) 
I S D ........... I./.' : << • . • Ii I> .. ·.··• 
. 
J.f -T<·.···\ '> I > ..... < .14: I 12 I· . <5 ... ...... 40·:.::.: 
•••••• •••• 
I3~~ir . ) /. . 
··.·· ... I> • > < M5/~J·•:. . (38,7) .. ·. (16,l) <:::-:-1.· . : 16~,5} 
2.4.4 ES 3 4 0 6 1 
Teaching 7 (42,9) ( 57' 1 ) ( 0 I 0) (85,7) (14,3) 
matters EP 3 1 0 3 1 
4 (75,0) (25,0) ( 0' 0) (75,0) (25,0) 
AS 2 4 2 7 1 
8 (25,0) (50,0) (25,0) (87,5) (12,5) 
AP 7 3 1 5 6 
11 (63,6) (27,3) ( 9 I 1 ) (45,5) (54,5) 
!otal · ... · ···•••• 
· . 
. 16 9 12 3 21 
... .·.· .. ·.·.· ······ 
. 
(51,6) (38,7) (9,7) (67.,.7) (2910) 
2.4.5 ES 0 4 3 6 1 
Physical 7 ( 0 I 0) ( 57 I 1 ) (42,9) (85,7) (14,3) 
facilities EP 2 1 1 4 0 
4 (50,0) (25,0) (25,0) ( 1 00) (0,0) 
AS 0 6 2 8 0 
8 ( 0' 0) (75,0) (25,0) ( 1 00) (0,0) 
AP 0 3 8 11 0 
11 ( 0' 0) (27,3) (72,7) ( 1 00) (0,0) 
I Li-.~ ? I<•···•·· > > <•.• · ..·.· < ···1· .... ....... · 22 > I L (/ 
. •:••• iut:a.t ? I>.·. } r~r11 .••• 14· <. · . .· 14 ... ···· 1••·················(·9·~·~························· ·····/······(j~2) >u I< .. < >> .·· ·(4s;21 ... .(4Sf4J /• QI·.•••• .. 
2.4.6 ES 0(0,0) 1 6 4 3 
Financial 7 (14,3) (85,7) ( 57 I 1 ) (42,9) 
affairs EP 2 0 2 3 1 
4 (50,0) ( 0' 0) (50,0) (75,0) (25,0) 
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N = 31 (figures in brackets are percentages) 
I PLANNING FUNCTION I A II B I 
I I 0 I 1 I 2 I y N 
AS 0 5 3 8 0 
8 ( 0' 0) (62,5) (37,5) ( 1 00) (0,0) 
AP 0 4 7 11 0 
11 ( 0' 0) (36,4) (63,6) ( 100) (0,0) 
>•··~6t:~1••••·<········ \···········<·· .·<·•·····.<••· ./// .. ·· > .... . I i/ i~~11 t r~~~~~;:'! .. •·•·• \ \ ........... · ... . • /. 10 . ... 
i :1~~1~~5 - > > (9 .••. I> t32;:n . '$: .... ··· ... / [ .. :.• ' •: I<< ) • \ ??///> ....•... :: ..... :: .. 
2.4.7 ES 1 4 2 5 1 
Relations 7 (14,3) (57,1) (28,6) (71,4) (14,3) 
with 
other role- EP 2 1 1 3 1 players 4 (50,0) (25,0) (25,0) (75,0) (25,0) 
AS 0 6 2 8 0 
8 ( 0' 0) (75,0) (25,0) ( 1 00) ( 0' 0) 
AP 1 6 4 11 0 
11 ( 9' 1 ) ( 54' 5) (36,4) ( 1 00) ( 0' 0) 
I i'C>t~l ·.·.· 
.. , 
' 
··. 5 17 9 27 2 
I> ... ·•.·••:· .. •.••// .·· ··: .. {J6,1J (54,8) (2910) (f.37,1) .·· (6,5) .. ·.· 
2.5 
Problem-
solving in 
the 
following 
areas: 
2.5.1 ES 0 4 3 6 1 
Staff 7 ( 0' 0) (57,1) (42,9) (85,7) (14,3) 
affairs 
EP 1 1 2 4 0 
4 (25,0) (25,0) (50,0) ( 1 00) (0,0) 
AS 2 2 4 7 1 
8 (25,0) (25,0) (50,0) (87,5) (12,5) 
AP 2 5 4 10 1 
11 (18,2) ( 45, 5) (36,4) (90,9) ( 9' 1 ) 
. .. ·.·.· ·.· . .. 
. -.: ·.· ·.:.::.· ... 
· Total 6 12 13 27 3 
... 
:• .. : .< :< ... . . · .. (19,4) (38,7) (41,9) (87/1) (9,7) 
2.5.2 ES 0 6 1 7 0 
Pupil 7 ( 0' 0) (85,7) (14,3) ( 1 00) ( 0' 0) 
a:c:.1..a.1..&.;::, 
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N = 31 (figures in brackets are percentages) 
I PLANNING FUNCTION I A II B I 
I I 0 I 1 I 2 I y N 
EP 2 1 1 3 1 
4 (50,0) (25,0) (25,0) (75,0) (25,0) 
AS 2 5 1 7 1 
8 (25,0) (62,5) (12,5) (87,5) (12,5) 
AP 4 5 2 8 3 
11 ( 36 t 4) (45,5) (18,2) (72,7) (27,3) 
·········~ota·~··/················ .... ••:::: .. ·. .. .. ········ . .. . ::· ············ . ... ··········· ... . ... .. ····· ./ . :25 ·.·•· 9 17 5 5 :> ...• . :::. .• •·• .:·.: .• :· .. / ... ... (29,0) (54,8) (16,1) (80, 7) ( 16, 1). 
2.5.3 ES 0 6 1 7 0 
Curriculum 8 ( 0 t 0) (85,7) ( 1 4 I 3) ( 1 00) ( 0 t 0) 
matters EP 2 1 1 2 2 
4 (50,0) (25,0) (25,0) (50,0) (50,0) 
AS 1 5 2 7 1 
8 (12,5) (62,5) (25,0) (87,5) (12,5) 
AP 8 2 1 4 7 
11 ( 72, 7) (18,2) ( 9 t 1 ) (36,4) (63,6) 
rnr···· ······<··· ·.· ·:·::.· .... :: .. ·. · .. .· .. .· . .... .. . .... ··············(·j~.~·3·)········ . .. ·.·--· .. ·.·.·.··· .,• 'll .. ) I< ··12 ·.· t4 5 ••<.• .. :·.••:•··<°?Cf (• .··· I -:--<> >< •>····· > ······ .... ·. {38, 7) (45,2) ··.·· . f16yJJ >. (641'~)? 
2.5.4 ES 2 4 1 7 0 
Teaching 7 (28,6) (57,1) (14,3) ( 1 00) (0,0) 
matters EP 2 1 1 3 1 
4 (50,0) (25,0) (25,0) (75,0) (25,0) 
AS 1 5 2 7 1 
8 (12,5) (62,5) (25,0) (87,5) (12,5) 
AP 8 2 1 5 6 
11 (72, 7) ( 18 t 2) ( 9 t 1 ) (45,5) (54,5) 
l/y ·.·.· .. · ·.··.· ·.·. 
I 14 12 5 22 8 
1:::·•·•·•·•···> .... ) .. · .. ·. ···.·.· ····· ... : ....... k .(45,2) ..... · (38,7) .... CJ.6,J) < 
.·•· 
.J?J;QJ ... I /(4!?#8J 
2.5.5 ES 0 5 2 6 1 
Physical 7 (0,00 (71,4) (28,6) (85,7) (14,3) 
facilities EP 1 1 2 4 0 
4 (25,0) (25,0) (50,0) ( 1 00) (0,0) 
AS 0 7 1 8 0 
8 ( 0, 0) (87,5) (12,5) (100) (0,0) 
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N = 31 (figures in brackets are percentages) 
PLANNING FUNCTION A II B 
0 2 I y N 
AP 1 2 8 11 0 
11 ( 9' 1 ) (18,2) (72,7) ( 1 00) (0,0) 
15 13 29 1 
(48,4) (41,9) {93,6) (3,2) 
2.5.6 ES 0 3 4 5 2 
Financial 7 ( 0, 0) (42,9) (57,1) (781,4) (28,6) 
affairs EP 0 1 3 4 0 
4 ( 0' 0) (25,0) (75,0) ( 1 00) (0,0) 
AS 0 6 2 8 0 
8 ( 0 / 0) (75,0) (25,0) ( 1 00) (0,0) 
AP 0 4 7 11 0 
11 ( 0 / 0) (36,4) (63,6) ( 1 00) (0,0) 
. J. 14 ..... 16 
f3,2) (45,21 (51f6l>· 
2.5.7 ES 0 6 1 6 1 
Relations 7 ( 0 / 0) (85,7) (14,3) (85,7) (12,3) 
with 
other role- EP 0 2 2 3 1 players 4 ( 0, 0) ( 50, 0) (50,0) (75,0) (25,0) 
AS 0 6 2 8 0 
8 ( 0, 0) ( 75, 0) (25,0) (100,0) ( 0, 0) 
AP 1 6 4 11 0 
11 ( 9, 1 ) ( 54, 5) (36,4) ( 1 00) ( 0, 0) 
2 ·.·"··· 
. 20 9> .•.. . >2a> >·. 
. {6}5J .. (6~,5) r2~,or···· •••••..•. (9.0/.3))·• .. · 
3 INVOLVEMENT OF GOVERNING BODY IN SCHOOL MANAGEMENT: 
ORGANIZING FUNCTIONS 
In Table 3 below the following codes are used: 
A: The extent to which the governing body is involved in each 
of the organizing functions mentioned. 
B: Whether the governing body should be involved in the 
organizing function mentioned or not. 
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Scale used in A: 
0: not involved at all 
1: involved together with others (e.g. staff, parents, etc.) 
2: solely involved (i.e. only the governing body, which 
includes the principal) 
Abbreviations used: 
Y: YES, the governing body should be involved. 
N: NO, the governing body should NOT be involved. 
ES: English-medium secondary school 
EP: English-medium primary school 
AS: Afrikaans-medium secondary school 
AP: Afrikaans-medium primary school 
Table 3 Involvement of governing body in school management: 
organizing functions (Question 3) 
N = 31 
(figures in brackets are percentages) 
I ORGANIZING FUNCTION I A II B I 
I I 0 I 1 I 2 I y N 
3. 1 
Creating organization 
structure (i.e. 
committees, chains of 
authority etc.) for the 
following management 
areas: 
3. 1 . 1 ES 2 3 2 5 2 
Staff affairs 7 (28, (42, (28, ( 71 ' (28, 
6) 9) 6) 4) 6) 
EP 3 1 0 3 1 
4 (75, (25, (0,0 (75, (25, 
0) 0) ) 0) 0) 
AS 1 4 3 7 1 
8 ( 12' (50, (37, (87, ( 12' 
5) 0) 5) 5) 5) 
AP 5 2 4 7 4 
11 ( 45, ( 18' (36, (63, (36, 
5) 2) 4) 6) 4) 
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N = 31 
(figures in brackets are percentages) 
ORGANIZING FUNCTION A B 
0 2 y N 
3. 1. 2 ES 2 4 1 6 1 
Pupil affairs 7 (28, (57, ( 1 4 I (85, ( 1 4 I 
6) 1 ) 3) 7) 3) 
EP 3 1 0 3 1 
4 (75, (25, (0,0 (75, (25, 
0) 0) ) 0) 0) 
AS 1 4 3 6 2 
8 ( 12 I (50, (37, (75, (25, 
5) 0) 5) 0) 0) 
AP 6 2 6 5 
11 (54, ( 18 I (54, (45, 
5) 2) 5) 5) 
·9 
(29.; 
0)/ 
3. 1. 3 ES 1 5 1 7 0 
Curriculum matters 7 ( 1 4 I ( 71 I ( 1 4 I ( 100 (0,0 
3) 4) 3) ) ) 
EP 3 1 0 2 2 
4 (75, (25, (0,0 (50, (50, 
0) 0) ) 0) 0) 
AS 3 2 3 6 2 
8 (37, (25, (37, (75, (25, 
5) 0) 5) 0) 0) 
AP 9 2 0 4 7 
11 ( 81, ( 18 I (0,0 (36, (63, 
8) 2) ) 4) 6) 
4 19 11 
( 12, . 
> .<~~I ... ·.·(35, ·.· g)··· .. 5F 
3. 1. 4 ES 5 2 0 3 4 
Teaching matters 7 ( 71 I (28, (0,0 (42, (57, 
4) 6) ) 9) 1 ) 
EP 3 1 0 3 1 
4 (75, (25, (0,0 (75, (25, 
0) 0) ) 0) 0) 
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N = 31 
(figures in brackets are percentages) 
ORGANIZING FUNCTION 
3. 1. 5 
Physical facilities 
3. 1. 6 
Financial affairs 
AS 
8 
AP 
11 
ES 
7 
EP 
4 
AS 
8 
AP 
11 
ES 
7 
EP 
4 
AS 
8 
AP 
11 
0 
3 
(37, 
5) 
8 
(72, 
7) 
0 
(0,0 
) 
2 
(50, 
0) 
0 
(0,0 
) 
1 
( 9 f 1 
) 
• (12 
,9) 
0 
(0,0 
) 
0 
(0,0 
) 
0 
(0,0 
) 
0 
(0,0 
) 
449 
A 
1 
( 12 f 
5) 
3 
(27, 
3) 
5 
( 71 f 
4) 
1 
(25, 
0) 
8 
( 1 00 
) 
5 
(45, 
5) 
19 
(61 
,lJ 
3 
(42, 
9) 
1 
(25, 
0) 
5 
(62, 
5) 
4 
(36, 
4) 
13 
(41 
,9) 
II 
2 I 
4 
(50, 
0) 
0 
(0,0 
) 
B 
y N 
6 
(75, 
0) 
5 
(45, 
5) 
2 
( 25 f 
0) 
6 
(54, 
5) 
-:·· ... ·.·.· ···· .... 
2 
(28, 
6) 
1 
(25, 
0) 
0 
(0,0 
) 
5 
( 45 f 
5) 
217 ·.· .13 
···•••••••••·•~·I~·••••···••••••••·•·····~·=~··•····••• 
7 
( 100 
) 
4 
( 100 
) 
8 
( 1 00 
) 
11 
( 100 
) 
0 
(0,0 
) 
0 
(0,0 
) 
0 
(0,0 
) 
0 
(0,0 
) 
8 30 0 
(2S (9~ .. ((), 
,8) i8) O) 
4 
(57, 
1 ) 
3 
(75, 
0) 
3 
(37, 
5) 
7 
(63, 
6) 
17 
(54 
,8) 
7 
( 100 
) 
4 
( 100 
) 
8 
( 1 00 
) 
11 
( 100 
) 
30 
(96 
,8) 
0 
(0,0 
) 
0 
(0,0 
) 
0 
(0,0 
) 
0 
(0,0 
) 
0 
(0, 
0) 
N = 31 (figures in brackets are percentages) 
I ORGANIZING FUNCTION I A II B I 
I I 0 I 1 I 2 I y N 
3. 1. 7 ES 0 5 2 6 1 
Relations with other 7 (0,0 ( 71 t (28, (85, ( 14 t 
role-players ) 4) 6) 7) 3) 
EP 1 2 1 4 0 
4 (25, (50, (25, ( 100 (0,0 
0) 0) 0) ) ) 
AS 0 7 1 8 0 
8 (0,0 (87, ( 12 t ( 100 (0,0 
) 5) 5) ) ) 
AP 1 5 5 11 0 
11 ( 9, 1 (45, (54, ( 100 (0,0 
) 5) 5) ) ) 
. ·•. .. . .. ··.• .. .·. 
·•• 
··<±otaJ.···.· 3 19 9 29 .. 1 
1· (9t (61 (29 (93 (l, !/ 
····•· .. · .. ··· 
7) tl) tO) t6) 2) 
3.2 
Delegating duties and 
functions to persons 
involved in the 
following management 
areas: 
3. 2. 1 ES 4 3 0 5 2 
Staff affairs 7 (57, (42, (0,0 ( 71 t (28, 
1 ) 9) ) 4) 6) 
EP 2 1 1 3 1 
4 (50, (25, (25, (75, (25. 
0) 0) 0) 0) 0) 
AS 3 3 2 5 3 
8 ( 37, (37, (25, (62, (37, 
5) 5) 0) 5) 5) 
AP 7 2 2 5 6 
11 (63, ( 18, ( 18, (45, (54, 
6) 2) 2) 5) 5) 
. ·.•• ........ .... ·.· . 
>••'!'ota.r· .. 17 9 5 18 12 
I (54 (29 ( 16 (58 (38 
I .. · .. 
•· 
,8) ,0) , 1 ) I l) ,7) 
3.2.2 ES 3 3 1 5 2 
Pupil affairs 7 (42, (42, ( 1 4 t ( 71 t (28, 
9) 9) 3) 4) 6) 
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N = 31 (figures in brackets are percentages) 
I ORGANIZING FUNCTION I A II B I 
I I 0 I 1 I 2 I y N 
EP 3 1 0 3 1 
4 (75, (25, (0,0 (75, (25, 
0) 0) ) 0) 0) 
AS 2 4 2 5 3 
8 (25, (50, (25, (62, (37, 
0) 0) 0) 5) 5) 
AP 7 2 2 5 6 
11 (63, ( 18, ( 18, (45, (54, 
6) 2) 2) 5) 5) 
< 'l'C> t: a.J. 16 10 5 18 12 
···· .. ··.· ··• > ········ 
(51, (32, ( 16, (58, (38, 
·.·. ·.·. 
. ··•· 
6) 3) 
.· .. 
1) ll ... 7} 
3.2.3 ES 2 5 0 6 1 
Curriculum matters 7 (28, ( 71 I (0,0 (85, ( 1 4 f 
6) 4) ) 7) 3) 
EP 3 1 0 2 2 
4 (75, (25, (0,0 (25, (25, 
0) 0) ) 0) 0) 
AS 2 2 4 5 3 
8 (25, (25, (50, (62, (37, 
0) 0) 0) 5) 5) 
AP 8 2 1 5 6 
11 (72, ( 18, ( 9 f 1 (45, (54, 
7) 2) ) 5) 5) 
..••.. /·t-~l···· < <· < .· .·.· .··.·.·.· •·• > .·· .. ·.·.· 
. ·. 
••••••••••••••••••••••••••••••••••••• 
16 10 5 I· 1fL / 12 
(51, (32, ( 16, (58, I (3(}, 
!................ < .> .... 
. ·.· 6) 3) 1 ) 1) 7) 
3.2.4 ES 5 2 0 3 4 
Teaching matters 7 ( 71 ' (28, (0,0 (42, (57, 
4) 6) ) 9) 1 ) 
EP 3 1 0 2 2 
4 (75, (25, (0,0 (25, (25, 
0) 0) ) 0) 0) 
AS 0 6 2 7 1 
8 (0,0 (75, (25, (87, ( 12, 
) 0) 0) 5) 5) 
AP 8 2 1 5 6 
11 (72, (27, ( 9 f 1 (45, (54, 
7) 3) ) 5) 5) 
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N = 31 (figures in brackets are percentages) 
ORGANIZING FUNCTION A B 
0 2 y N 
20 7 4 
(64, (22, ( 12, 
5) 6 9) 
3.2.5 ES 1 5 1 6 1 
Physical facilities 7 ( 1 4 I ( 71 I ( 14 I (85, ( 1 4 I 
3) 4) 3) 7) 3) 
EP 2 1 1 4 0 
4 (50, (25, (25, ( 100 (0,0 
0) 0) 0) ) ) 
AS 0 7 1 8 0 
8 (0,0 (87, ( 12 I ( 100 (0,0 
) 5) 5) ) ) 
AP 2 6 3 10 
11 ( 18 / (54, (27, (90, 
2) 5) 3) 9) 
6 
(19, 
4) 
3.2.6 ES 1 4 2 6 1 
Financial affairs 7 ( 1 4 I (57, (28, (85, ( 1 4 I 
3) 1 ) 6) 7) 3) 
EP 2 0 2 4 0 
4 (50, (0,0 ( 50 / ( 1 00 (0,0 
0) ) 0) ) ) 
AS 0 5 3 8 0 
8 (0,0 (62, (37, ( 100 (0,0 
) 5) 5) ) ) 
AP 4 6 10 
11 ( 36 / (54, (90, 
4) 5) 9) 
3.2.7 ES 0 5 2 6 1 
Relations with other 7 (0,0 ( 71 I (28, (85, ( 1 4 I 
role-players ) 4) 6) 7) 3) 
EP 2 1 1 4 0 
4 (50, (25, (25, ( 1 00 (0,0 
0) 0) 0) ) ) 
452 
N = 31 (figures in brackets are percentages) 
I ORGANIZING FUNCTION I A II B I 
I I 0 I 1 I 2 I y N 
AS 0 7 1 8 0 
8 (0,0 ( 87 t ( 12 I ( 100 (0,0 
) 5) 5) ) ) 
AP 3 5 3 10 1 
11 (27, (45, (27, ( 90 t ( 9 I 1 
3) 5) 3) 9) ) 
11•·········· 'f'~t~··~···· >• <•·•••••·<•······· ······················· .... < .. •·•• / 1:;1i~> < .. :•· > .· 6 ... · ·• f~g,i· ••. 1 ... ··: ... >2a ······ix If ;J.U•••r<·••·••< ·I·• >•••·•• ... (J9, :• (22/. .•.. <tQIJ:i /• •:·.·.·. ·•:• / ..... ·.· ·• :•: 
····· 
4) · 1r·· 6)• 
······· ?3) 
···1. · . •: ·.· ... .. : • •• 
3.3 
Coordinating the duties 
and functions of people 
involved in the 
following management 
areas: 
3. 3. 1 ES 6 1 0 3 4 
Staff affairs 7 (85, ( 1 4 I (0,0 (42, (57, 
7) 3) ) 9) 1 ) 
EP 2 1 1 1 3 
4 (50, (25, (25, (25, (75, 
0) 0) 0) 0) 0) 
AS 2 2 4 3 5 
8 (25, (25, (50, (37, (62, 
0) 0) 0) 5) 5) 
AP 9 0 2 3 8 
11 ( 81 I (0,0 ( 1 8 I (27, ( 72, 
8) ) 2) 3) 7) 
·"- < .···· ····· · ....... ·.· .....•.... ·• ·: · ..... · .. l···············(··~·g···· ••••1 f ,;i~./ '.· · .. · · ... ·.:·.~·l>:·: 20 4 ·•·1 7 ,. <••••••••<<··············· ............ (64, 02, > (22t •·••1 <B>' ···••••• .<· :• ...................... :: :· .· •..... ··· 5)· 9) ·. 6) ... :n·. . > )5.1 ....... 
3.3.2 ES 2 5 0 6 1 
Pupil affairs 7 (28, ( 71, (0,0 (85, ( 14 I 
6) 4) ) 7) 3) 
EP 2 1 1 2 2 
4 (50, (25, (25, ( 50, (50, 
0) 0) 0) 0) 0) 
AS 2 1 5 3 5 
8 (25, ( 12 I (62, (37, (62, 
0) 5) 5) 5) 5) 
AP 8 3 0 4 7 
11 (72, (27, (0,0 (36, (63, 
7) 3) ) 4) 7) 
453 
N = 31 
(figures in brackets are percentages) 
ORGANIZING FUNCTION A B 
0 2 y N 
3.3.3 ES 3 4 0 6 1 
Curriculum matters 7 (42, (57, (0,0 (85, ( 1 4 t 
9) 1 ) ) 7) 3) 
EP 2 1 1 1 3 
4 (50, (25, (25, (25, (75, 
0) 0) 0) 0) 0) 
AS 4 2 2 4 4 
8 (50, (25, (25, (50, (50, 
0) 0) 0) 0) 0) 
AP 10 0 3 8 
11 (90, (0,0 )27. (72, 
9) ) 3) 7) 
3.3.4 ES 5 2 0 3 4 
Teaching matters 7 ( 71 I (28, (0,0 (42, (57, 
4) 6) ) 9) 1 ) 
EP 2 1 1 1 3 
4 (50, (25, (25, (25, (75, 
0) 0) 0) 0) 0) 
AS 5 1 2 3 5 
8 (62, ( 12 t (25, (37, (62, 
5) 5) 0) 5) 5) 
AP 9 0 4 7 
11 ( 81 I (0,0 (36, (63, 
8) ) 4) 6) 
3.3.5 ES 0 6 1 7 0 
Physical facilities 7 (0,0 (85, ( 1 4, ( 100 (0,0 
) 7) 3) ) ) 
EP 1 1 2 3 1 
4 (25, (25, (50, (75, (25, 
0) 0) 0) 0) 0) 
454 
N = 31 
(figures in brackets are percentages) 
ORGANIZING FUNCTION A II B 
0 2 I y N 
AS 0 6 2 7 1 
8 (0,0 (75, (25, (87, ( 12 / 
) 0) 0) 5) 5) 
AP 2 5 4 9 2 
11 ( 18 I (45, ( 36, ( 81 f ( 18 f 
2) 5) 4) 8) 2) 
.•. ·.· .• 4.>···· 
.......•... ·.<·~··~·,········ 
3.3.6 ES 0 3 4 6 1 
Financial affairs 7 (0,0 (42, (57, (85, ( 1 4 / 
) 9) 1 ) 7) 3) 
EP 1 0 3 3 1 
4 (25, (0,0 (75, (75, (25, 
5) ) 0) 5) 0) 
AS 0 3 5 7 1 
8 (0, 0 ( 37 I (62, (87, ( 12 f 
) 5) 5) 5) 5) 
AP 2 5 4 9 2 
11 ( 18, (45, (36, ( 81 , ( 18 f 
2) 5) 4) 8) 2) 
4 5 
( 12, Jl6, 9) .. tr.·•·· 
3.3.7 ES 0 6 1 7 0 
Relations with other 7 (0,0 (85, ( 14 f ( 100 (0,0 
role-players ) 7) 3) ) ) 
EP 1 1 2 3 1 
4 (25, (25, (50, (75, (25, 
5) 5) 0) 0) 0) 
AS 0 6 2 7 1 
8 (0,0 (75, ( 12 I (87, ( 12 / 
) 0) 5) 5) 5) 
AP 3 5 3 9 2 
11 (27, (45, (27, ( 81 f ( 18 f 
3) 5) 3) 8) 2) 
5 18 8 26 4 
{ 16 f (58, (25, (83, ( 12, 
1 ) 1 ) 8) 9) 9) 
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4 INVOLVEMENT OF GOVERNING BODY IN SCHOOL MANAGEMENT: 
GUIDANCE 
In Table 4 below the following codes are used: 
A: The extent to which the governing body is involved in 
providing guidance in each of the areas mentioned. 
B: Whether the governing body should be involved in providing 
guidance in these areas or not. 
Scale used in A: 
0: not involved at all 
1: involved together with others (e.g. staff, parents, etc.) 
2: solely involved (i.e. only the governing body, which 
includes the principal) 
Abbreviations used: 
Y: YES, the governing body should be involved. 
N: NO, the governing body should NOT be involved. 
ES: English-medium secondary school 
EP: English-medium primary school 
AS: Afrikaans-medium secondary school 
AP: Afrikaans-medium primary school 
Table 4 Involvement of governing body in school management: 
guidance (Question 4) 
N = 31 
(figures in brackets are percentages) 
I GUIDANCE (leadership) I A II B I 
I I 0 I 1 I 2 I y N 
4. 1 ES 1 6 0 5 1 
Building relations 7 ( 1 4 I (85, ( 0 I 0 ( 71 , ( 14 
between the various 3) 7) ) 4) '3) 
role-players involved in 
the school (e.g. staff, EP 1 2 1 4 0 
pupils, parents). 4 (25, (50, (25, ( 100 ( 0' 
0) 0) 0) ) 0) 
456 
N = 31 (figures in brackets are percentages) 
I GUIDANCE (leadership) I A II B I 
I I 0 I 1 I 2 I y N 
AS 1 4 3 7 0 
8 ( 1 2 t (50, (37, (87, (0, 
5) 0) 5) 5) 0) 
AP 5 3 3 8 0 
11 (45, (27, (27, (72, (0, 
5) 3) 3) 7) 0) 
. >.·. .. 
1< 'T'f"l~;fl 
I 9 lS 1 2f , < < ·•· (29 (48 (22 (77 (3 
/ . // .< •• ,O) t.•> ,6) :. ,4) ,2 
<<· ... ·•·<:··<.:. . ••.. :···: •.••... · 
·.·• •·<•· •.··· 
. · 
.·· . 
i. l< 1 .. 1. . . . ... : I .·. 
4.2 
Leadership within the 
following areas of 
management: 
4. 2. 1 ES 2 5 0 5 2 
Staff affairs 7 (28, ( 71 , (0,0 ( 71 , (28 
6) 4) ) 4) I 6) 
EP 2 1 1 3 1 
4 (50, (25, (25, (75, (25 
0) 0) 0) 0) I 0) 
AS 2 3 3 5 2 
8 (25, (37, (37, (62, (25 
0) 5) 5) 5) I 0) 
AP 5 2 4 7 4 
11 (45, ( 18 f (36, (63, (36 
5) 2) 4) 6) f 4) I T~t~l 12 11 8 20 9 
..... · +. (38, (35, (25, (64, I (29 
. .. : 7) 5) 8) .SJ I ,0) 
4.2.2 ES 2 5 0 5 2 
Pupil affairs 7 (28, ( 71 , (0,0 ( 71 , (28 
6) 4) ) 4) , 6) 
EP 3 1 0 2 2 
4 (75, (25, (0,0 (50, (50 
0) 0) ) 0) I 0) 
AS 2 4 2 6 2 
8 (25, (50, (25, (750 (25 
0) 0) 0) I 0) , 0) 
AP 5 6 0 6 4 
11 (45, (54, (0,0 (54, (36 
5) 5) ) 5) f 4) 
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N = 31 (figures in brackets are percentages) 
GUIDANCE (leadership) A II B 
0 2 I y N 
13 10 
(41, . (32 
9) .· ,3J 
4.2.3 ES 2 4 1 5 2 
Curriculum matters 7 (28, (57, ( 1 4 t ( 71 t (28 
6) 1 ) 3) 4) f 6) 
EP 3 1 0 1 3 
4 (75, (25, (0,0 (25, (75 
0) 5) ) 5) f 0) 
AS 4 2 2 5 3 
8 (50, (25, (25, (62, (37 
0) 0) 0) 5) f 5) 
AP 7 2 2 5 5 
11 (63, ( 18 t ( 18 t (45, (45 
6) 2) 2) 5) f 5) 
17 
(54, 
8) 
4.2.4 ES 4 3 0 2 5 
Teaching matters 7 (57, ( 42, ( 0 / 0 (28, ( 71 
1 ) 9) ) 6) / 4) 
EP 2 2 0 3 1 
4 (50, (50, (0,0 (75, (25 
00) 0) ) 0) f 0) 
AS 3 2 3 5 3 
8 (37, (25, (37, (62, (37 
5) 0) 5) 5) f 5) 
AP 7 3 1 6 5 
11 (63, (27, ( 9 t 1 (54, (45 
6) 3) ) 5) f 5) 
:::.::.·:.:·.·:. ··<::.:.:: 
17 <14< 
(Sf. 
.s> ···············~·~·········· :-.<.:· ..•.... ·.·.•1>.••········· 
4.2.5 ES 0 5 2 7 0 
Physical facilities 7 (0,0 ( 71 , (28, ( 1 00 (0, 
) 4) 6) ) 0) 
EP 1 2 1 4 0 
4 (25, (50, (25, ( 100 ( 0 / 
0) 0) 0) ) 0) 
458 
N = 31 
(figures in brackets are percentages) 
GUIDANCE (leadership) 
4.2.6 
Financial affairs 
4.2.7 
Relations with other 
role-players 
AS 
8 
AP 
11 
ES 
7 
EP 
4 
AS 
8 
AP 
11 
ES 
7 
EP 
4 
AS 
8 
AP 
11 
0 
0 
(0,0 
) 
0 
( 0, 0 
) 
1 
(25, 
0) 
0 
(0,0 
) 
0 
(0,0 
) 
2 
<6• 
S) 
0 
(0,0 
) 
1 
(25, 
0) 
1 
( 12 / 
5) 
3 
(27, 
3) 
459 
A 
7 
(87, 
5) 
4 
(57, 
1 ) 
0 
(0,0 
) 
6 
(75, 
0) 
6 
(54, 
5) 
6 
(85, 
7) 
1 
(25, 
0) 
4 
(50, 
0) 
5 
(45, 
5) 
2 
1 
( 12 I 
5) 
3 
(42, 
9) 
3 
(75, 
0) 
2 
(25, 
0) 
5 
(45, 
5) 
1 
( 1 4 / 
3) 
2 
(50, 
0) 
3 
(37, 
5) 
3 
(27, 
3) 
II B 
I y N 
8 0 
( 100 (0, 
) 0) 
10 1 
(90, ( 9 I 
9) 1 ) 
7 0 
( 1 00 (0, 
) 0) 
4 0 
( 100 (0, 
) 0) 
8 0 
( 100 (0, 
) 0) 
11 0 
( 100 ( 0 I 
) 0) 
7 0 
( 100 ( 0 / 
) 0) 
3 1 
(75, (25 
0) / 0) 
6 1 
(75, ( 12 
0) / 5) 
9 1 
( 81 I (9, 
8) 1 ) 
N = 31 
(figures in brackets are percentages) 
(leadership) 
4.3 
Motivation of persons 
involved in the 
following areas of 
school management: 
4. 3. 1 
Staff affairs 
4.3.2 
Pupil affairs 
ES 
7 
EP 
4 
AS 
8 
AP 
11 
ES 
7 
EP 
4 
AS 
8 
AP 
11 
0 
.. 6 .. 
(19 
...• ) 
0 
(0,0 
) 
2 
(50, 
0) 
2 
(25, 
0) 
5 
(45, 
5) 
10 
(32 
, 3) 
0 
(0,0 
) 
3 
(75, 
0) 
2 
(25, 
0) 
4 
(36, 
4) 
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A 
6 
(85, 
7) 
1 
(25, 
0) 
2 
(25, 
0) 
5 
(45, 
5) 
14 
(45 
,2) 
7 
( 1 00 
) 
1 
(25, 
0) 
4 
(50, 
0) 
5 
(45, 
5) 
B 
2 I y N 
·.·.···.· ... ·.· ... · ·.:.· .. ··.:·.::.::-:·:: .·.; :::-:-:.:.··.·.··.:·:··· 
9 < ·•····· as ··· <3>· . (29< (80/ ·. ($ / 
.ot ·· ~11 ··· •' 
) 
1 7 0 
( 1 4, ( 100 (0, 
3) ) 0) 
1 3 1 
(25, (75, (25 
0) 0) , 0) 
4 5 3 
(50, (62, (37 
0) 5) , 5) 
1 6 
( 9, 1 (54, 
) 5) 
7 21 9 
(22 (67 (2 
, 6) , 7) 9, 
0) 
0 6 1 
(0,0 (85, ( 14 
) 7) I 3) 
0 2 2 
(0,0 (50, (50 
) 0) I 0) 
2 6 2 
(25, (75, (25 
0) 0) , 0) 
2 7 4 
( 18, (63, (36 
2) 6) , 4) 
·············(·~·~········ ;or···· 
N = 31 (figures in brackets are percentages) 
GUIDANCE (leadership) A I B I 
I I 0 I 1 I 2 I y N 
4.3.3 ES 2 3 2 5 2 
Curriculum matters 7 (28, (42, (28, (71, (28 
6) 9) 6) 4) , 6) 
EP 3 1 0 2 2 
4 (75, (25, (0,0 (50, (50 
0) 0) ) 0) , 0) 
AS 3 2 3 5 3 
8 (37, (25, (37, (62, (37 
5) 0) 5) 5) , 5) 
AP 6 4 1 6 5 
11 (54, (36, ( 9, 1 (54, (45 
5) 4) ) 5) , 5) 
.. ••·:/•··· /·.···•· .. •· .· . ··:••··..: <·. I• .. · .. 1 1 1~0fa; ..... 15 10 .·.· 6 .... JS ... . 12 (48, (32, (19, .. · (581 ···.· . f:3a··· 4) 3) 4) .. fL ..••. ;7) •..• . 
4.3.4 ES 5 2 0 3 4 
Teaching matters 7 ( 71 I (28, (0,0 (42, (57 
4) 6) ) 9) , 1 ) 
EP 3 1 0 2 2 
4 (75, (25, (0,0 (50, (50 
0) 0) ) 0) '0) 
AS 4 2 2 4 3 
8 (50, (25, (25, (75, (37 
0) 0) 0) 0) I 5) 
AP 5 5 1 7 4 
11 (45, (45, ( 9' 1 (63, (36 
5) 5) ) 6) / 4) 
I )T~t~l< // ·.·.·. · .. ··· .. .  ...... ·:· .. ··::: 
It <fi~; 1:,::1i~,······· I> \ • · .. ·: .·. 18 •:······ 1Q'·····. L: Ii J.:> 
······· 
(58, (32 
I rt I r .. · ......... · ...... < •.•.•..•. •• I• ·.J • 
'· 
1
•·· t§l> 
. ··. I .} . J.} •::.·· 3) . . . : . ~ . •: . . . : 
4.3.5 ES 0 5 2 7 0 
Physical facilities 7 (0.0 ( 71 , (28, ( 1 00 (0, 
) 4) 6) ) 0) 
EP 2 1 1 3 1 
4 (50, (25, (25, (75, (25 
0) 0) 0) 0) '0) 
AS 1 4 3 7 1 
8 ( 12 I (50, ( 37' (87, ( 12 
5) 0) 5) 5) '5) 
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N = 31 
(figures in brackets are percentages) 
GUIDANCE (leadership) A II B 
0 2 I y N 
AP 1 6 4 10 1 
11 ( 9 t 1 (54, (36, (90. (9, 
) 5) 4) 9) 1) 
4.3.6 ES 0 3 4 7 0 
Financial affairs 7 (0,0 (42, (57, ( 100 (0, 
) 9) 1 ) ) 0) 
EP 1 0 3 4 0 
4 (25, (0, 0 (75, ( 1 00 ( 0 / 
0) ) 0) ) 0) 
AS 1 3 4 7 1 
8 ( 12 / (37, (50, (87, ( 12 
5) 5) 0) 5) / 5) 
AP 0 6 5 11 0 
11 (0,0 (54, (45, ( 100 (0, 
) 5) 5) ) 0) 
4.3.7 ES 0 6 1 7 0 
Relations with other 7 (0,0 ( 85, ( 14, ( 100 (0, 
role-players ) 7) 3) ) 0) 
EP 2 1 1 3 1 
4 (50, (25, (25, (75, (25 
0) 0) 0) 0) I 0) 
AS 1 5 2 6 2 
8 ( 12 / (62, (25, (75, (25 
5) 5) 0) 0) I 0) 
AP 2 7 2 1 0 1 
11 ( 18, (63, ( 18, (90, (9, 
2) 6) 2) 9) 1 ) 
•. 6 • 19 
09,.·.·.• <(6lr 4J .·. .·.·· .. ··ar· 
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(figures 
CE (leadership) 
4.4 
Building communications 
between all the role-
players (e.g. staff, 
pupils, parents) 
involved in the 
following areas of 
school management: 
4.4.1 
Staff affairs 
4.4.2 
Pupil affairs 
4.4.3 
Curriculum matters 
N = 31 
in brackets are 
ES 
7 
EP 
4 
AS 
8 
AP 
11 
ES 
7 
EP 
4 
AS 
8 
AP 
11 
ES 
7 
0 
1 
( 1 4 / 
3) 
2 
(50, 
0) 
1 
( 12 / 
5) 
1 
( 9 I 1 
) 
6 
( 19 / 
4} 
0 
( 0, 0 
) 
2 
(50, 
0) 
2 
(25, 
0) 
3 
(27, 
3) 
2 
(28, 
6) 
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percentages) 
A 
6 
(85, 
7) 
1 
(25, 
0) 
5 
(62, 
5) 
6 
(54, 
5) 
7 
( 1 00 
) 
1 
(25, 
0) 
5 
(62, 
5) 
6 
(54, 
5) 
5 
( 71 , 
4) 
2 
0 
(0,0 
) 
1 
(25, 
0) 
2 
(25, 
0) 
4 
( 36, 
4) 
0 
(0,0 
) 
1 
(25, 
0) 
1 
( 12, 
5) 
2 
( 18, 
2) 
0 
(0,0 
) 
I 
I 
y 
6 
(85, 
7) 
3 
(75, 
0) 
7 
(87, 
5) 
10 
(90, 
9) 
7 
( 1 00 
) 
3 
(75, 
0) 
6 
(75, 
0) 
8 
( 72, 
7) 
5 
( 71 , 
4) 
B 
N 
1 
( 14 
/ 3) 
1 
(25 
/ 0) 
1 
( 12 
I 5) 
1 
(9, 
1 ) 
0 
( 0 t 
0) 
1 
(25 
t 0) 
2 
(25 
/ 0) 
2 
( 28 
t 6) 
N = 31 (figures in brackets are percentages) 
I GUIDANCE (leadership) I A II B I 
I I 0 I 1 I 2 I y N 
EP 3 1 0 2 2 
4 (75, (25, (0,0 (50, (50 
0) 0) ) 0) '0) 
AS 2 5 1 6 2 
8 (25, (62, ( 12' (75, (25 
0) 5) 5) 0) '0) 
AP 6 4 1 6 5 
11 (54, (36, ( 9' 1 (54, (45 
5) 4) ) 5) '5) 
V. > < )( ·• .. .. •. .. ··:. . . . •· .· .... 
. li 
l••··········-·v·!••"'••·············•·•·•·•·····••••••••••···· 
> •· < 14···· 15> •· 2. .•.. <19 { 45.r • (48, .(6/!i. (6f, .... ·(35<. 
I• ... •••.••·····••····· .·>· 
.... 
. 2) 
··········•·.· .. 4,f ·1· ) 31 < ·<:;5) ..... . ..... 
4.4.4 ES 2 5 0 4 3 
Teaching matters 7 (28, ( 71 ' (0,0 ( 57. (42 
6) 4) ) 1 ) '9) 
EP 2 2 0 3 1 
4 (50, ( 50 f ( 0 f 0 (75, (25 
0) 0) ) 0) I 0) 
AS 1 6 1 6 2 
8 ( 12 I (75, ( 1 2' (75, (25 
5) 0) 5) 0) '0) 
AP 5 5 1 7 4 
11 (45, (45, ( 9' 1 (63, (36 
5) 5) ) 6) '4) t.>::±···/ \ > .······ / •·•1 .. ··•· 
············· ·: !> '62.5 > ii } 
........................ 
11 << ... 
. JJt < 1:'1~0i' 4,..~~ .·•·•· > ·····! ·• 1> ..... L.· .... 
··············•<if.•,········· 
) <·.· >>I 
.. > (35,< I ·c5a1 / .: .. ·.· ( I 
·• /. f< 
.·.·.·. ··•·•• .· .... ········•·.·.· < <> >I 5}. ·.··· 
• ll.·• .. ···•·· 
4.4.5 ES 0 6 1 7 0 
Physical facilities 7 (0,0 (85, ( 14' ( 1 00 (0, 
) 7) 3) ) 0) 
EP 1 2 1 4 0 
4 (25, (50, (25, ( 1 00 ( 0' 
0) 0) 0) ) 0) 
AS 0 8 0 8 0 
8 (0,0 ( 1 00 (0,0 ( 1 00 (0, 
) ) ) ) 0) 
AP 0 7 4 11 0 
11 (0,0 (63, (36, ( 100 (0, 
) 6) 4) ) 0) 
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N = 31 
(figures in brackets are percentages) 
I GUIDANCE (leadership) 
······1< 
.... ·.· > 
' <>1 
.•.•..... ··t<·• 
4.4.6 
Financial affairs 
1<4()1:.tl·······</·> > 
< / > > 
::::>: > .·•• •.•• < .··· .. . ·. ·.· 
ES 
7 
EP 
4 
AS 
8 
AP 
11 
4.4.7 ES 
Relations with other 7 
role-players 
} ••··•·•· .... · .... / ·.·········.····· ·.·. ·.· .... 
EP 
4 
AS 
8 
AP 
11 
. 
0 
..... · •· 
2 . 
(6,5/ 
. .j.· ... 
0 
(0,0 
) 
1 
(25, 
0) 
0 
(0,0 
) 
0 
(0,0 
) 
. 
2 
(6,5 
) •> 
0 
(0,0 
) 
1 
(25, 
0) 
1 
( 12 I 
5) 
1 
( 9, 1 
) 
4 
( 12, 
9) 
·.·· 
... 
A 
2 
4 3 
(57, (42, 
1 ) 9) 
0 3 
(0,0 (75, 
) 0) 
6 2 
(75, (25, 
0) 0) 
6 5 
(54, (45, 
5) 5) 
I• · .. 
L• 13····· 16 
(51•~· :·: .·. . f-411 
6) .. .. ·• .. 9f ...•. • . ... 
6 1 
(85, ( 1 4 I 
7) 3) 
2 1 
(50, (25, 
0) 0) 
5 2 
(62, (25, 
5) 0) 
6 4 
(54, (36, 
5) 4) 
19 8 
(61, (251 ... 
3} 81/··· 
II B 
y N 
7 0 
( 100 (0, 
) 0) 
4 0 
( 100 (0, 
) 0) 
8 0 
( 100 ( 0 I 
) 0) 
1 1 0 
( 1 00 (0, 
) 0) 
••••>)30) ·o··: ... 
. ) (~~· . {()/ Of 
7 0 
( 100 (0, 
) 0) 
4 0 
( 100 (0, 
) 0) 
6 2 
(75, (25 
0) I 0) 
1 1 0 
( 1 00 ( 0 I 
) 0) 
28 .. 1 
(90, (3, 
3) ..•.•... 2) 
5 INVOLVEMENT OF GOVERNING BODY IN SCHOOL MANAGEMENT: 
CONTROL 
In Table 5 below the following codes are used: 
A: The extent to which the governing body is involved in 
exercising some or other form of control in each of the 
465 
areas mentioned. 
B: Whether the governing body should be involved in exercising 
some or other form of control in these areas or not. 
Scale used in A: 
0: not involved at all 
1: involved together with others (e.g. staff, parents, etc.) 
2: solely involved (i.e. only the governing body, which 
includes the principal) 
Abbreviations used: 
Y: YES, the governing body should be involved. 
N: NO, the governing body should NOT be involved. 
ES: English-medium secondary school 
EP: English-medium primary school 
AS: Afrikaans-medium secondary school 
AP: Afrikaans-medium primary school 
Table 5 Involvement of governing body in school management: 
control (Question 5) 
N = 31 
(figures in brackets are percentages) 
I FUNCTION OF CONTROL I A II B I 
I I 0 I 1 I 2 I y N 
Ll 
Ensuring that 
instructions issued to 
people involved in the 
following areas of 
school management are 
carried out: 
5. 1 . 1 ES 4 3 0 3 4 
Staff affairs 7 (57, (42, (0,0 (42, (57, 
1 ) 9) ) 9) 1 ) 
EP 1 1 2 4 0 
4 (25, (25, (50, ( 1 00 (0,0 
0) 0) 0) ) ) 
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N = 31 
(figures in brackets are percentages) 
FUNCTION OF CONTROL A II B 
0 2 I y N 
AS 6 1 1 1 7 
8 (75, ( 12' ( 12' ( 12' (87, 
0) 5) 5) 5) 5) 
AP 6 4 5 6 
11 (54, (36, (45, (54, 
5) 4) 5) 5) 
5. 1. 2 ES 3 4 0 4 3 
Pupil affairs 7 (42, (57, (0,0 (57, (42, 
9) 1 ) ) 1 ) 9) 
EP 2 1 1 2 2 
4 ( 50' (25, (25, (50, (25, 
0) 0) 0) 0) 0) 
AS 6 1 1 1 7 
8 (75, ( 12' ( 12' ( 12' (87, 
0) 5) 5) 5) 5) 
AP 6 2 3 5 6 
11 (54, ( 18, (27, (45, (54, 
5) 2) 3) 5) 5) 
5. 1. 3 ES 4 3 0 5 2 
Curriculum matters 7 (57, (42, (0,0 ( 71 ' (28, 
1 ) 9) ) 4) 6) 
EP 2 1 1 2 2 
4 (50, (25, (25, (50, (50, 
0) 0) 0) 0) 0) 
AS 6 1 1 2 6 
8 (75, ( 12, ( 12' (25, (75, 
0) 5) 5) 0) 0) 
AP 9 1 1 4 7 
11 ( 81 ' ( 9 / 1 ( 9 I 1 (36, (63, 
8) ) ) 4) 6) 
467 
N = 31 (figures in brackets are percentages) 
I FUNCTION OF CONTROL I A I B 
I I 0 I 1 I 2 I y N 
5. 1. 4 ES 3 3 1 4 3 
Teaching matters 7 (42, (42, ( 1 4' (57, (42, 
9) 9) 3) 1 ) 9) 
EP 2 1 1 2 2 
4 (50, (25, (25, (50, (50, 
0) 0) 0) 0) 0) 
AS 5 2 1 4 4 
8 (62, (25, ( 12, (50, (50, 
5) 0) 5) 0) 0) 
AP 8 2 1 5 6 
11 ( 72, (27, ( 9 I 1 (45, (54, 
7) 3) ) 5) 5) 
? ) .>•< . ·· .··I··. . 
... , .. ·.•· 
1· / (~~i ····· 19 8 ...... •••••••• l$•·· 
rii ,~~J;~I\ ... 1 .•··I 1.· •I•· (61 ·• (25/, <ti )··· ... !:~•····· • l) > .. ~~) . .·• 9) << .• t)>· •· / ... ·.· ........ ······· ·· .. ·· . · 1 ••• .· t .. ··.: 
5. 1. 5 ES 0 6 1 7 0 
Physical facilities 7 (0,0 (85, ( 1 4' ( 100 (0,0 
) 7) 3) ) ) 
EP 2 1 1 3 1 
4 (50, (25, (25, ( 75 I (25, 
0) 0) 0) 0) 0) 
AS 0 6 2 8 0 
8 (0,0 (75, (25, ( 100 (0,0 
) 0) 0) ) ) 
AP 0 6 5 11 0 
11 (0, 0 (54, ( 45, ( 1 00 (0,0 
) 5) 5) ) ) 
[< ___ •• :.,:i.. 
.· 
l 19 9 29 l it~i,: }\ (9. (61 (2, .. · (9l .... tlt .... 
. · .. 
.. 
...... 
····· 
. 
7) ,3) ...... · .J)) •·· .. · <i~l/1 ••••..•.• ~) > 
. ............ 
5. 1. 6 ES 0 2 5 7 0 
Financial affairs 7 (0,0 (28, ( 71 , ( 100 (0,0 
) 6) 4) ) ) 
EP 1 0 3 4 0 
4 (25, (0,0 (75, ( 100 (0,0 
0) ) 0) ) ) 
AS 0 5 3 8 0 
8 ( 0, 0 (62, (37, ( 100 (0,0 
) 5) 5) ) ) 
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N = 31 (figures in brackets are percentages) 
I FUNCTION OF CONTROL I A II B I 
I I 0 I 1 I 2 I y N 
AP 0 5 6 11 0 
11 ( 0 / 0 (45, (54, ( 100 (0,0 
) 5) 5) ) ) 
<..,.L>······· .. ·.· 2 12 17 30 ... 0 
,; t~~~.ili /··· (6, 138): <s• I( . (~6 .. (9f' 
····•·•·· < < ·•• 1 ·• .••• ·•·••· 
. . s> .. . .,7) ... ..• a)· • •••••• .. ~1·•·• OJ 
5. 1. 7 ES 0 6 1 7 0 
Relations with other 7 (0,0 (85, ( 14 I ( 100 (0,0 
role-players ) 7) 3) ) ) 
EP 1 2 1 4 0 
4 (25, (50, (25, ( 100 (0,0 
0) 0) 0) ) ) 
AS 0 5 3 7 1 
8 (0,0 (62, (37, (87, ( 12 I 
) 5) 5) 5) 5) 
AP 1 5 5 11 0 
11 ( 9 / 1 (45, (45, ( 1 00 (0,0 
) 5) 5) ) ) 
I ..... · 
····•••Total 3 18 10 29 1 
•·•. 
(9, (58 (32 (93 (3, 
/ 
. 
7) '1) ,3) ,6) 2) . 
5.2 
Observing and measuring 
the activities of 
persons involved in the 
following areas of 
school management: 
5.2.1 ES 3 3 1 5 2 
Staff affairs 7 (42, (42, ( 1 4 I ( 71 I (28, 
9) 9) 3) 4) 6) 
EP 2 1 1 3 1 
4 (50, (25, (25, (75, (25, 
0) 0) 0) 0) 0) 
AS 
AP 8 3 0 5 6 
11 (72, (27, (0,0 (45, (54, 
7) 3) ) 5) 5) 
469 
N = 31 
(figures in brackets are percentages) 
FUNCTION OF CONTROL A II 
o I 2 I 
5.2.2 ES 2 4 1 
Pupil affairs 7 (28, (57, ( 1 4 I 
6) 1 ) 3) 
EP 3 1 0 
4 (75, (25, (0,0 
0) 0) ) 
AS 
AP 9 2 0 
11 ( 81 f (27, (0,0 
8) 3) ) 
·.· 
· Tota! 18 9 4 
I 
(58, (29, ( 12 I 
I: ·• ·:.. 
.·. 
1 ) 0) 9) 
5.2.3 ES 0 7 0 
Curriculum matters 7 (0,0 ( 1 00 (0,0 
) ) ) 
EP 3 1 0 
4 (75, (25, (0,0 
0) 0) ) 
AS 3 2 3 
8 (37, (25, (37, 
5) 0) 5) 
AP 10 1 0 
11 (90, ( 9 / 1 (0,0 
9) ) ) 
) _L ... ··>· ·:..·.::·· I 
.. "·-······ 16 11 4 1/ ··.·•· > (51, . (35, (12, I•: 
!>·.·•·•·.·.•/ ··.. .... . · .. 6) 5) 9) 
5.2.4 ES 3 4 0 
Teaching matters 7 (42, (57, (0,0 
9) 1 ) ) 
EP 2 2 0 
4 ( 50 / (50, (0,0 
0) 0) ) 
470 
y 
5 
( 71 , 
4) 
2 
(50, 
0) 
5 
(45, 
5) 
17 
( 54, 
8) 
6 
(85, 
7) 
2 
(50, 
0) 
7 
(87, 
5) 
2 
( 18, 
2) 
··. 
·17 
(54, 
8) 
4 
(57, 
1 ) 
3 
( 7 5, 
0) 
B 
·.· 
N 
2 
(28, 
6) 
2 
(50, 
0) 
6 
(54, 
5) 
13 
(41, 
9) 
1 
( 1 4 I 
3) 
2 
( 50 / 
0) 
1 
( 12, 
5) 
9 
( 81 , 
8) 
·.· 
f3 ..•• 
cu, 
9) 
3 
(42, 
9) 
1 
(25, 
0) 
N = 31 
(figures in brackets are percentages) 
FUNCTION OF CONTROL A II B 
0 2 I y N 
AS 3 2 3 7 1 
8 (37, (25, (37, (87, ( 12 f 
5) 0) 5) 5) 5) 
AP 9 2 0 3 8 
11 ( 81 f ( 18 f (0,0 (27, ( 72, 
8) 2) ) 3) 7) 
18 10 3 13 
(58, (32, (9,7 (41, 
1 ) 3) ) 9) 
5.2.5 ES 0 6 1 7 0 
Physical facilities 7 (0,0 (85, ( 1 4 f ( 100 (0,0 
) 7) 3) ) ) 
EP 1 2 1 3 1 
4 (25, (50, (25, (75, (25, 
0) 0) 0) 0) 0) 
AS 0 6 2 7 1 
8 (0,0 (75, (25, (87, ( 12 f 
) 0) 0) 5) 5) 
AP 1 6 4 11 0 
11 ( 9 f 1 (54, (36, ( 1 00 (0,0 
) 5) 4) ) ) 
3 20 8 ia····· 
(9,7 (64, (2!);;< (9(), 
) 5) 8) 3r····· 
5.2.6 ES 0 4 3 7 0 
Financial affairs 7 ( 0 f 0 (57, (42, ( 1 00 (0,0 
) 1 ) 9) ) ) 
EP 1 1 2 4 0 
4 (25, (25, (50, ( 1 00 (0,0 
0) 0) 0) ) ) 
AS 0 5 3 8 0 
8 (0,0 (62, (37, ( 100 (0,0 
) 5) 5) ) ) 
AP 0 5 6 11 0 
11 (0,0 (45, (54, ( 100 (0,0 
) 5) 5) ) ) 
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N = 31 (figures in brackets are percentages) 
I FUNCTION OF CONTROL I A II B I 
I I 0 I 1 I 2 I y N 
5.2.7 ES 0 6 1 7 0 
Relations with other 7 (0,0 (85, ( 14, ( 1 00 (0,0 
role-players ) 7) 3) ) ) 
EP 1 1 2 4 0 
4 (25, (25, (50, ( 100 (0,0 
0) 0) 0) ) ) 
AS 1 6 1 8 0 
8 ( 12, (75, ( 12, ( 100 (0,0 
5) 0) 5) ) ) 
AP 2 6 3 11 0 
11 ( 1 8, (54, (27, ( 100 (0,0 
2) 5) 3) ) ) 
_fr . . ·.· _ .. :< .· ... .. .... ... 7. <· . . ••iut:.aJ.:- . 5 .. 19 . .. · 30 .. <O•·_·.·····•· / ···.· (16, •· (6J I (22, ..•. 19~,> 1<>10< 
/•··············-••< / ... / l) 3) 6L.• .. 8) ·.· :.:.::. ·•.•t ....... ···• .. .... . . ····1 
5.3 
Evaluating the 
activities of persons 
involved in the 
following areas of 
school management: 
5.3.1 ES 1 5 1 6 1 
Staff affairs 7 ( 1 4, ( 71 , ( 1 4, (85, ( 14 / 
3) 4) 3) 7) 3) 
EP 2 1 1 3 1 
4 (50, (25, (25, (75, (25, 
0) 0) 0) 0) 0) 
AS 4 1 3 5 3 
8 (50, ( 12 I (37, (62, (37, 
0) 5) 5) 5) 5) 
AP 8 1 2 4 7 
11 (72, ( 9 / 1 ( 18, (36, (63, 
7) ) 2) 4) 6) 
I ~~~it~', ) .... •·. . ·I········ ····:::· .. . .. . .. ·.• ... . ·.· .···.· . 16 8 ·-.•. 7 ./ ... 18 12· 
... 
(51, (25, (22, · .. .. (58, . ... (38,·-··-· 
:· .... ·.·. 6) 8) 6) ·. 1) ··. 7) 
5.3.2 ES 2 5 0 5 2 
Pupil affairs 7 (28, ( 71 / ( 0 / 0 ( 71 I (28, 
6) 4) ) 4) 6) 
472 
N = 31 (figures in brackets are percentages) 
I FUNCTION OF CONTROL I A II B I 
I I 0 I 1 I 2 I y N 
EP 3 1 0 2 2 
4 (75, (25, (0,0 (50, (50, 
0) 0) ) 0) 0) 
AS 6 0 2 3 5 
8 (75, (0,0 (25, (37, (62, 
0) ) 0) 5) 5) 
AP 7 3 1 4 7 
11 (63, (27, ( 9 f 1 ( 36 f (63, 
6) 3)) ) 4) 6) 
I i ~dt-:ii i•• · .... ...... ·. .. . · . ... . ·.·• •· . .... 19 9 3 14 16 ·• :····· .·•.·· .. (61, (29, (9,7 (45, (51, 
\( 
. 
3) 0) ) 2) 6) 
5.3.3 ES 2 5 0 5 2 
Curriculum matters 7 (28, ( 71 ' ( 0' 0 ( 71 ' (28, 
6) 4) ) 4) 6) 
EP 3 1 0 2 2 
4 (75, (25, ( 0' 0 (50, (50, 
0) 0) ) 0) 0) 
AS 5 1 2 5 3 
8 (62, ( 12' (25, (62, (37, 
5) 5) 0) 5) 5) 
AP 9 1 1 3 8 
11 ( 81 f ( 9' 1 ( 9' 1 (27, ( 72, 
8) ) ) 3) 7) 
.. ······ . 
···.········ 
. ...... 
. < ·. •· · . 
· ... ·i· > 
< 
:-·.· lI I,Ii~; 0• ; L .·.I···· ·~······· . ·• .· 20 •.•. I a· ... 3 •. <ts I T ./ > I< {64, G~5/. · .·····•c9,7 < ••• (48~ I• ...... 5) . at.•··· y/ <iJ •·.···? . ·.·.·... ..... <<· •.. .·. 
•········ I••·· 
.·· >1 
5.3.4 ES 4 3 0 3 4 
Teaching matters 7 (57, (42, (0,0 (42, (57, 
1 ) 9) ) 9) 1 ) 
EP 3 1 0 2 2 
4 (75, (25, (0,0 ( 50 / (50, 
0) 0) ) 0) 0) 
AS 5 1 2 5 3 
8 (62, ( 12 f (25, (62, (37, 
5) 5) 0) 5) 5) 
AP 9 1 1 3 1 
11 ( 81 f ( 9 f 1 ( 9 f 1 (27, (27, 
8) ) ) 3) 3) 
473 
N = 31 
(figures in brackets are percentages) 
FUNCTION OF CONTROL A B 
0 2 y N 
5.3.5 ES 0 6 1 7 0 
Physical facilities 7 (0,0 (85, ( 1 4 / ( 100 (0,0 
) 7) 3) ) ) 
EP 2 1 1 3 1 
4 (50, ( 25' (25, (75, (25, 
0) 0) 0) 0) 0) 
AS 0 4 4 7 1 
8 (0,0 (50, (50, (87, ( 12, 
) 0) 0) 5) 5) 
AP 1 6 4 11 0 
11 ( 9 / 1 (54, (36, ( 100 (0,0 
) 5) 4) ) ) 
4 
( 12, 
9) 
5.3.6 ES 0 2 5 7 0 
Financial affairs 7 (0,0 (28, ( 71 , ( 100 (0,0 
) 6) 4) ) ) 
EP 2 0 2 3 1 
4 (50, (0,0 (50, (75, (25, 
0) ) 0) 0) 0) 
AS 0 3 5 7 1 
8 (0, 0 (37, (62, (87, ( 12' 
) 5) 5) 5) 5) 
AP 1 5 5 11 0 
11 ( 9 / 1 (45, (45, ( 1 00 (0,0 
) 5) 5) ) ) 
5.3.7 ES 0 6 1 7 0 
Relations with other 7 (0,0 (85, ( 1 4 / ( 100 (0,0 
role-players ) 7) 3) ) ) 
EP 2 1 1 3 1 
4 (50, (25, (25, (75, (25, 
0) 0) 0) 0) 0) 
474 
N = 31 
(figures in brackets are percentages) 
FUNCTION OF CONTROL A II B 
0 2 I y N 
AS 2 3 3 5 1 
8 (25, ( 37 t (37, (62, ( 1 2 t 
0) 5) 5) 5) 5) 
AP 3 3 5 9 0 
11 (27, (27, (45, ( 81 t (0,0 
3) 3) 5) 8) ) 
f j (41 ...•... 
. · .. f 
9) 
5.4 
Initiating corrective 
actions to be taken by 
persons involved in the 
following areas of 
school management: 
5.4.1 ES 2 4 1 4 3 
Staff affairs 7 (28, (57, ( 1 4 t (57, (42, 
6) 1 ) 3) 1 ) 9) 
EP 1 1 2 4 0 
4 (25, (25, (50, ( 1 00 (0,0 
0) 0) 0) ) ) 
AS 2 1 5 7 1 
8 (25, ( 12 t (62, (87, ( 12 t 
0) 5) 5) 5) 5) 
AP 3 3 5 10 1 
11 (27, (27, (45, (90, ( 9 / 1 
3) 3) 5) 9) ) 
5.4.2 ES 2 4 1 3 4 
Pupil affairs 7 (28, (57, ( 14 t (42, (57, 
6) 1 ) 3) 9) 1 ) 
EP 2 1 1 3 1 
4 (50, (25, (25, (75, (25, 
0) 0) 0) 0) 0) 
AS 5 1 2 4 4 
8 ( 62 t ( 12 t (25, (50, (50, 
5) 5) 0) 0) 0) 
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N = 31 
(figures in brackets are percentages) 
FUNCTION OF CONTROL A II B 
0 2 y N 
AP 4 4 3 9 2 
11 (36, (36, (27, ( 81' ( 18' 
4) 4) 7) 8) 2) 
5.4.3 ES 1 6 0 5 2 
Curriculum matters 7 ( 1 4' (85, (0,0 ( 71 ' (28, 
3) 7) ) 4) 6) 
EP 3 1 0 1 3 
4 (75, (25, (0,0 (25, (75, 
0) 0) ) 0) 0) 
AS 4 3 1 6 2 
8 (50, (37, ( 12' (75, (25, 
0) 5) 5) 0) 0) 
AP 8 1 2 6 5 
11 (72, ( 9 / 1 ( 1 8 / (54, (45, 
7) ) 2) 5) 5) 
5.4.4 ES 2 5 0 4 3 
Teaching matters 7 (28, (71 I (0,0 (57, (42, 
6) 4) ) 1 ) 9) 
EP 2 1 1 2 2 
4 (50, (25, (25, (50, (50, 
0) 0) 0) 0) 0) 
AS 4 1 3 6 2 
8 (50, ( 12 / (37, (75, (25, 
0) 5) 5) 0) 0) 
AP 7 2 2 6 5 
11 (63, ( 18, ( 18' (54, (45, 
6) 2) 2) 5) 5) 
18 
...• <f~~J< .•.. (5fh 
. 1) /7) 
5.4.5 ES 0 6 1 7 0 
Physical facilities 7 (0,0 (85, ( 1 4' ( 100 (0,0 
) 7) 3) ) ) 
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N = 31 (figures in brackets are percentages) 
I FUNCTION OF CONTROL I A II B I 
I I 0 I 1 I 2 I y N 
EP 1 1 2 4 0 
4 (25, (25, (50, ( 100 (0,0 
0) 0) 0) ) ) 
AS 0 4 4 8 0 
8 (0,0 (50, (50, ( 1 00 (0,0 
) 0) 0) ) ) 
AP 2 4 5 11 0 
11 ( 18, (36, (45, ( 1 00 (0,0 
2) 4) 5) ) ) 
J_._--::······.•· •/.····· .. ·· . ... . /• cc ... 
•• 
I 
·. 3Q. .. o ... ·. 
"J;()t;;c:l,.L 4 . 1 s·· 12···· 
I>•./ < ····••.•·•·•· .. } >••·.· > 
( 12, (4l:}, .·· 
< 
{38, .. ·.· 
········· (Q61 :•t. ·•JO/()·• 
,. r 9) . ·. 4} · .. · ·1r / t:ll · .. I••·: . ·····) < 
··•· ··.·.· 
.· .. ·· .. ······· .. · 
5.4.6 ES 0 2 5 7 0 
Financial affairs 7 (0,0 (28, ( 71 I ( 100 (0,0 
) 6) ) ) ) 
EP 1 0 3 4 0 
4 (25, )0,0 (75, ( 1 00 (0,0 
0) ) 0) ) ) 
AS 0 3 5 8 0 
8 ( Q f 0 (37, (62, ( 100 (0,0 
) 5) 5) ) ) 
AP 1 5 5 11 0 
11 ( 9 I 1 (45, (45, ( 1 00 (0,0 
) 5) 5) ) ) 
. . /• :< •<····· . I< t9tai 3 10 18 30 0 
I (9,7 (32, (58, (96, (O,Q 
!•••········· . ... ·.·... .... ········ . .. ) 3) 1 ) l:}J . ...... ··r. . 
5.4.7 ES 0 6 1 7 0 
Relations with other 7 (0,0 (85, ( 1 4 I ( 1 00 (0,0 
role-players ) 7) 3) ) ) 
EP 1 1 2 4 0 
4 (25, (25, (50, ( 100 (0,0 
0) 0) 0) ) ) 
AS 0 4 4 8 0 
8 (0,0 (50, (50, ( 100 (0,0 
) 0) 0) ) ) 
AP 1 5 5 11 0 
11 ( 9 f 1 (45, (45, ( 1 00 (0,0 
) 5) 5) ) ) 
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N = 31 
(figures in brackets are percentages) 
FUNCTION OF CONTROL A 
0 2 
12 
(38, 
11/·•.·. 
II 
6 AGREEMENT OR OTHERWISE WITH GIVEN STATEMENTS 
B 
y N 
Each statement was rated according to the following scale: 
1 = Agree totally 
6 = Disagree totally 
Table 6 Agreement or otherwise with given statements (Question 
6) 
N = 31 
Responses expressed as % of n 
n 1 2 3 4 5 6 
6. 1 ES 5 1 0 0 1 0 
The principal is 7 ( 71 f ( 1 4 f (0, (0, ( 1 4 (0, 
the chief executive 4) 3) 0) 0) I 3) 0) 
officer of the 
school, that is, it EP 3 0 1 0 0 0 is his 4 ( 75, (0,0 (25 ( 0 I (0, ( 0 I 
responsibility (a) 0) ) I 0) 0) 0) 0) 
to see that the 
decisions made by AS 8 0 0 0 0 0 the governing body 8 ( 1 00 (0,0 ( 0 I (0, (0, (0, 
are carried out, ) ) 0) 0) 0) 0) and (b) to report 
on progress to the AP 7 2 0 0 0 0 governing body. 11 (63, ( 18 f (0, (0, (0, (0, 
6) 2) 0) 0) 0) 0) 
·.• 
.· 
······ 
......... 
· .. 
....... I/ . ... . 
.. . . 
.. 
To 74,2 9;7 3,2 0,0> ·.·. 312< 010 
t. ... ···1· . 
31 ... ·• 
. . 
6.2 ES 0 1 2 2 0 2 
The staff, 7 (0,0 ( 1 4 f (28 (28 ( 0 I (28 
including the ) 3) I 6) I 6) 0) I 6) 
principal, are the 
employees of the EP 1 1 1 0 0 1 governing body. 4 (25, (25, (25 ( 0 I (0, (25 
0) 0) I 0) 0) 0) '0) 
478 
N = 31 
Responses expressed as % of n 
n 1 2 3 4 5 6 
AS 2 0 3 0 2 1 
8 (25, (0,0 (37 (0, (25 ( 12 
0) ) I 5) 0) I 0) I 5) 
AP 1 1 2 0 2 4 
11 ( 9 I 1 ( 9 I 1 ( 18 (0, ( 18 (36 
) ) I 2) 0) ,2) '4) 
' 
. 
·•· . .. .. •:· ..... . 
········ ···1/1~1/ .... ····· / 'rC:f . 12/9 ....•... : ···•. ~!), >.G;? .. . •·. 
, ............. 2~·,···•i• .::.:9,7 .. . t. I 8 ·.•··· 
.. 31 .·. . .· 
6.3 ES 3 1 1 0 0 2 
The principal has a 7 (42, ( 1 4 I ( 1 4 (0, (0, (28 
dual 9) 3) , 3) 0) 0) , 6) 
responsibility: to 
the governing body EP 2 2 0 0 0 0 
and to the TED. 4 (25, (25, ( 0, ( 0 I (0, (0, 
0) 0) 0) 0) 0) 0) 
AS 6 1 0 1 0 0 
8 (75, ( 12 I ( 0 I ( 12 ( 0 / ( 0 / 
0) 5) 0) I 5) 0) 0) 
AP 3 1 3 1 1 0 
11 (27, ( 9 I 1 (27 (9, ( 9 I (0, 
3) ) / 3) 1 ) 1 ) 0) 
· ... ... 
1 >6,5 I < ~/ ~!:i~;r To 45,2 16,l 12, F :•7 t. : 9 I· 
·· .. ·.· >··· ,../ //\ 31 
' 
... .. .. , :•:•: 
6.4 ES 0 2 1 2 2 0 
The functions and 7 (0,0 (28, ( 14 (28 (28 ( 0 I 
duties for which ) 6) '3) / 6) / 6) 0) 
the principal is 
responsible to the EP 3 1 0 0 0 0 governing body and 4 (75, (25, ( 0, ( 0 I (0, (0, 
to the TED 0) 0) 0) 0) 0) 0) 
respectively have 
been clearly AS 3 0 2 1 2 0 stipulated. 8 ( 37, (0,0 (25 ( 12 (25 (0, 
5) ) '0) '5) / 0) 0) 
• 
AP 5 1 2 1 0 1 
11 (45, ( 9' 1 ( 18 (9, (0, (9, 
5) ) / 2) 1 ) 0) 1 ) 
1:.. : .. 
• /i~;/ 1·•············1··~··,········ !li 1:~! ·············3·,··2······ [. To 35,5 ... ..J2,9·· t. 1 •. 31 ·. I•. •·• < .. . ... . .... \< 
479 
N :::: 31 
Responses expressed as % of n 
n 1 2 3 4 5 6 
6.5 ES 0 2 2 2 1 0 
The governing body 7 (0,0 (28, (28 (28 ( 14 (0, 
is the "board of ) 6) I 6) I 6) I 3) 0) 
directors" of the 
school, i.e. its EP 1 0 2 0 1 0 function is to 4 (25, (0,0 (50 ( 0 I (25 (0, formulate the aims 0) ) I 0) 0) I 0) 0) 
and policy of the 
school and to take AS 2 0 3 3 0 0 decisions regarding 8 (25, (0,0 (37 (37 ( 0 I (0, their execution. 0) ) I 5) I 5) 0) 0) Members of the 
governing body are AP 3 3 3 0 1 0 not responsible for 11 (27, (27, (27 (0, ( 9 I ( 0 I carrying out these 
decisions. 3) 3) f 3) 0) 1 ) 0) 
. ·.·· . 
.•··I· 
. . .. 
. .. ,~, /i;.3 1<····· ·.· .. I 19}4 16,l ... ·32,> I o, > •'To I. t. 3 ,. I I>••. ·:.:•:. 31 ..... 
... 
. ·• 
· .......... 
•·•· . h•··· ············ 
6.6 ES 0 1 3 2 1 0 
All the role- 7 (0,0 ( 1 4 f (42 (28 ( 14 (0, 
players in the ) 3) I 9) I 6) I 3) 0) 
school (i.e. 
parents, staff, EP 1 1 1 0 1 0 pupils) should be 4 (25, (25, (25 (0, (25 (0, involved in the 0) 0) I 0) 0) I 0) 0) 
management of the 
school. AS 4 2 0 0 2 0 
8 (50, (25, ( 0, (0, (25 (0, 
00 0) 0) 0) I 0) 0) 
AP 4 2 2 0 1 1 
11 (36, ( 18 f ( 18 ( 0 I (9, (9, 
4) 2) , 2) 0) 1 ) 1 ) 
.. 
. . . 
To .. 29.Q·· 
.... 19/4> l·?j . :·J6l~ <16.< 
··········•••3'••?······ 
t. 
.1.. . . 
<· .. < ! ••• \ •••••• , •••••••••••••• 31 ...... ·· .. <•''· < 
< ··•·•·•• 
. < ·. ... · .... ··.···· 
6.7 ES 6 0 0 0 0 1 
The management of 7 (85, (0,0 (0, (0, ( 0 I ( 14 
this school is 7) ) 0) 0) 0) I 3) 
well-geared to take 
the school EP 2 0 1 0 1 0 
successfully into a 4 (50, (0,0 (25 ( 0 I (25 (0, 
new, non- 0) ) discriminatory I 0) 0) I 0) 0) 
education system. AS 5 2 1 0 0 0 
8 (62, (25, ( 12 (0, (0, (0, 
5) 0) I 5) 0( 0) 0) 
480 
N = 31 
Responses expressed as % of n 
n 
AP 
11 
6 
(54, 
5) 
2 
0 
(0,0 
) 
3 
2 
( 18 
I 2) 
.. ·····. 'l'C>> 61{3.·• 
t. 
:.31·· 
7 MANAGEMENT STYLE 
Table 7 Management style (Question 7) 
N = 31 
Description of Management 
management style style practised 
at school 
Number % 
All major decisions in 0 0,0 
the school are made by 
the principal on his 
own. 
All major decisions in 8 25,8 
the school are made by 
the governing body 
(which includes the 
principal) on its own. 
All major decisions in 0 0,0 
the school are made by 
the principal after 
consulting others. 
All major decisions in 1 2 38,7 
the school are made by 
the governing body after 
consulting others. 
481 
4 
0 
(0, 
0) 
5 
1 
(9, 
1 ) 
6 
0 
(0, 
0) 
Management 
style which 
principal would 
like to see 
practised at 
school 
Number % 
0 0,0 
4 12,9 
0 0,0 
12 38,7 
N = 31 
Description of Management Management 
management style style practised style which 
at school principal would 
like to see 
practised at 
school 
Number % Number % 
All major decisions in 2 6,5 1 3,2 
the school are made by 
the principal together 
with others. 
All major decisions in 5 1 6' 1 7 22,6 
the school are made by 
the governing body 
together with others. 
None of the above 1 3,2 2 6,5 
No response 3 9,7 5 16,1 
Total 31 100 31 100 
8 MAJOR MANAGEMENT PROBLEMS 
Table 8 Management problems (Question 8) 
N = 31 x 3 = 93 (Each chairman was asked to mention the 3 most important 
management problems experienced in his school) 
The percentages in the table are calculated according to 
the number of chairmen of governing bodies that responded 
i.e. 31 . 
Problem Number % 
1 . The non-payment and collection 6 19.4 
of school fees 
2. Disciplining teachers 5 1 6, 1 
3. Uncertainty regarding the 4 12,9 
future of state-aided schools 
482 
N = 31 x 3 = 93 
(Each chairman was asked to mention the 3 most important 
management problems experienced in his school) 
The percentages in the table are calculated according to 
the number of chairmen of governing bodies that responded 
i.e. 31 . 
Problem Number % 
4. Multicultural and religious 4 12,9 
differences between pupils 
5. Maintenance of school grounds 3 9,7 
and buildings 
6. Parental apathy 3 9,7 
7. Relations between governing 3 9,7 
body and principal 
8. Obtaining commitment from 2 6,5 
members of the governing body 
9. Parental interference 2 6,5 
1 0. Finance 2 6,5 
11 . Principal does not delegate 2 6.5 
responsibility to others 
1 2 . Communication 2 6,5 
13. Non-white pupils 2 6,5 
1 4. Principal having to serve two 2 6.5 
masters 
1 5. Division of duties and 2 6,5 
responsibilities unclear 
1 6. Other problems concerning the 6 19,3 
governing body 
1 7. Other problems concerning the 3 9,7 
principal 
18. Other problems concerning staff 2 6,5 
19. Other problems concerning 1 3,2 
parents 
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N = 31 x 3 = 93 (Each chairman was asked to mention the 3 most important 
management problems experienced in his school) 
The percentages in the table are calculated according to 
the number of chairmen of governing bodies that responded 
i.e. 31 . 
Problem Number % 
20. Other problems concerning 1 3,2 
finance 
21 . Other management problems 1 3,2 
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APPENDIX H 
RESEARCH RESULTS: TEACHERS 
1 TYPE OF SCHOOL 
Table 1 Type of school (Question 1) 
N = 201 
Type of school Number % 
Primary school 136 67,7 
Secondary school 62 30,9 
No response 3 1 '5 
Total 201 100 
2 INVOLVEMENT OF TEACHERS IN SCHOOL MANAGEMENT: PLANNING 
FUNCTIONS 
In Table 2 below the following codes are used: 
A: The extent to which teachers are involved in each of the 
planning functions mentioned. 
B: Whether teachers should be involved in the planning 
function mentioned or not. 
Scale used in A: 
0: Not involved at all 
1: Involved together with others (e.g. governing body, 
parents, etc.) 
2: Involved together with other teachers only 
Abbreviations used in B: 
Y: YES, teachers should be involved. 
N: NO, teachers should NOT be involved. 
ES: English-medium secondary school 
EP: English-medium primary school 
AS: Afrikaans-medium secondary school 
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AP: Afrikaans-medium primary school 
Table 2 Involvement of teachers in school management: 
planning functions (Question 2) 
I N = 201 I 
I PLANNING FUNCTION I A I B 
I I 0 I 1 I 2 I y N 
2. 1 ES 5 9 7 21 0 
Formulating the 21 (23,8) (42,9) (33,3) ( 1 00) (0,0) 
overall aims of 
the school EP 4 30 8 41 0 
42 ( 9 I 5) (71,4) ( 1 9 I 1 ) (97,6) ( 0 I 0) 
AS 1 0 25 6 32 4 
41 ( 24 I 4) ( 61 , 0) ( 1 4 I 6) ( 78 I 1 ) (9,8) 
AP 1 4 63 1 7 82 9 
94 ( 14, 9) (67,0) (18,1) (87,2) (9,6) 
•·•·• .. · .·/ ·:.:< ···::: ..• 
.· 
·.:• 
···-/·· 35 128 38 1'18 13 ........... "" .. ~ 
·• 
•· 
I f (<······ 
·.· ·. 
•· (17,4 .. (63;7 (18 9•.·· •·.·.· ... (88 6 ·• 16 iS) 
••••••• 
).··· ····· > . r ... ·• : 
......... ·····> 1'> 
/ 
. ··•····· 
> < .) .. ·.•· ·. .·.. . . · .. ·• ... 
2.2 
Formulating the 
objectives of 
the school in 
the following 
areas: 
2.2.1 ES 1 9 11 20 1 
Staff affairs 21 ( 4 I 8) (42,9) (52,4) (95,2) ( 4 I 8) 
EP 5 18 19 40 0 
42 ( 11 , 9) (42,9) (45,2) (95,2) (0,09) 
AS 3 19 19 37 3 
41 (7 I 3) ( 46, 3) (46,3) (90,2) ( 7 I 3) 
AP 6 49 39 90 4 
94 (6, 4) ( 52, 1 ) ( 41I5) (95,7) ( 4 I 3) 
1.• •. ..:: . .:.<~· .. ·.· I> . 16 97 88 189 ' 8 
I /: '!'O\j}·····························:····:::•:.::. • .... 
••••••• 
. 
(8,0) (48,3} .· ... (43,8) ..... J94,6J. (4,0) 
·• ·.· . ... 
2.2.2 ES 2 13 6 20 0 
Pupil affairs 21 (9,5) (61,9) (28,6) (95,2) (0,0) 
EP 2 23 17 40 0 
42 ( 4 f 8) (54,8) (40,5) (95,2) (0,0) 
AS 2 23 16 38 3 
41 ( 4 I 9) ( 56 I 1) (39,0) (92,7) (7,3) 
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I PLANNING FUNCTION 
> I +i< /·.······· .··.······ ····· 
/ JL~t:•a~ • > •·•· / . . . / ·.·· .·. I.· 
2.2.3 
Curriculum 
matters 
2.2.4 
Teaching matters 
...... ·• .... 
\ ,._:::;.1··· 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
.. ·.•·• 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
························•••••••••••••••••••••••••••••••••••••••••••••••••••••••·••·••·· ·········•.······ .·. 
> .•·•·····•.< /.i/ · .. ·.· 
2.2.5 ES 
Physical 21 
facilities 
EP 
42 
AS 
41 
AP 
94 
0 
1 
( 1 / 1 ) 
8 
(4,0) 
4 
(19,1) 
9 
(21,4) 
3 
(7,3) 
11 
(11,7) 
28 
( 13, 9) 
1 
( 4, 8) 
2 
( 4, 8) 
1 
(2,4) 
1 
( 1 / 1 ) 
N = 201 
A 
60 
(63,8) 
121 
(60,2) 
4 
(19,1) 
1 0 
(23,8) 
16 
(39,0) 
29 
(30,9) 
8 
( 38, 1 ) 
13 
( 31 / 0) 
1 6 
( 39, 0) 
32 
(34,0) 
2 
33 
( 35 / 1 ) 
y ' 
93 
(98,9) 
·.· .. 
72 1 .192 
(35,8) ··.· (95,5) 
1 3 
( 61 , 9) 
23 
(54,8) 
22 
(53,7) 
54 
(57,5) 
12 
(57,1) 
27 
( 64, 3) 
24 
( 58, 5) 
61 
(64,9) 
21 
( 1 00) 
40 
(95,2) 
39 
( 95 / 1 ) 
89 
(94,7) 
21 
( 1 00) 
40 
(95,2) 
38 
(92,7) 
92 
(97,9) 
B 
N 
1 
( 1, 1) 
4 
(2,0) 
0 
( 0 / 0) 
0 
(0,0) 
1 
(2,4) 
5 
(5,3) 
0 
(0,0) 
0 
( 0 / 0) 
1 
( 2, 4) 
2 
( 2 / 1 ) 
6 70 .. ·· 125 . 19~ .• t . ···•·.·. 
(ltO) . lltf8 > t62ti2 •·.· .. • ... •. ·.•.  .. .·.·.•·.·.·.( . . •..  ...•.. ···.9··.·.· ... • .··s>· ..••.•• ".• .. · .• · •.  .•... ·.• ..•. ·.s .•. ·.·.· ......•.·.·.·····.···· .•...•.... · <~fQl 
.· •. · .. •···. . ••••••.. I < ·· .... >>•·••} < < l•· \< 
6 13 2 17 4 
(28,6) (61,9) (9,5) (81,0) (19,0) 
10 24 8 37 3 
(23,8) (57,1) (19,1) ( 88 I 1 ) ( 7 I 1 ) 
1 29 11 37 2 
(2,4) (70,7) (26,8) (90,2) (4,9) 
14 67 13 89 5 
(14,9) ( 71 I 3) (13,8) (94,7) ( 5, 3) 
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. 
I PLANNING FUNCTION 
2.2.6 
Financial 
affairs 
.. 
2.2.7 
Relations with 
other role-
players 
2.3 
Formulating 
policy for the 
following areas: 
2.3.1 
Staff affairs 
..... 
..... 
r 
ES 
21 
EP 
42 
AS 
4'1 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
. · 
.. 
.· 
. r.· 
·. 
0 
10 
(47,6) 
17 
(40,5) 
4 
( 9 t 8) 
17 
(18,1) 
4:9 
(24:t4: 
) 
6 
(28,6) 
7 
( 16, 7) 
3 
( 7 I 3) 
17 
(18,1) 
34: 
(l6tg· 
. ) : ... 
4 
( 19 I 0) 
5 
( 11 , 9) 
3 
( 7 I 3) 
N = 201 
A II B 
2 y N 
I. ·• > ·•.•• .. ·••• ···• 
. 34: ... ·. :. /18~ . > 1.l < ···••• 
.· ll6~9. < t (99.:6> <Jf'O)• 
······>) .·.··> () 
~ ........ ------~------....... ~1 
11 0 
(52,4) ( 0 t 0) 
22 3 
(52,4) ( 7 t 1 ) 
31 6 
(75,6) (14,6) 
64 13 
( 68 I 1 ) ( 1 3 I 8) 
130 22 
(64:~7 <11 to 
) ) 
11 4 
( 52, 4) ( 19 I 0) 
27 8 
(64,3) (19,1) 
30 8 
(73,2) (19,5) 
59 18 
(62,8) (19,2) 
13 
(61,9) 
29 
( 69 t 1 ) 
36 
(87,8) 
78 
(83,0) 
.· 
157 I 
(78t1 
) 
19 
(90, 5) 
39 
(92,9) 
32 
( 78 I 1 ) 
82 
(87,2) 
8 
( 38 t 1 ) 
11 
(26,2) 
2 
(4,9) 
1 5 
(16,0) 
37 . 
(18t4: 
) 
1 
( 4 I 8) 
1 
(2,4) 
6 
(14,6) 
11 
(11,7) 
I . • • •· ... .•.• ••. r . • :..... ·• ./ c ... . .. 
, .... 9.} ··.• 1······•·•···•· ... ·.3a·· ... ········ ·•·.>····•·.1. 73···· ....... · .... •• ./ 19 · · 
.·· ' ... I. •• ····. ·•··· (6~•2 I (l~,9 (8~,1···· ... (~{S) 
5 12 19 2 
(23,8) (57,1) (90,5) ( 9 I 5) 
1 5 22 39 1 
( 35, 7) ( 52, 4) (92,9) ( 2 I 4) 
22 16 39 2 
(53,7) (39,0) (95,1) (4,9) 
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PLANNING FUNCTION 
2.3.2 
Pupil affairs 
Tgt~l ···· ..... · .. < · ..••• 
·.. < ./ ····· .·. > \ >< ·. 
2.3.3 
Curriculum 
matters 
[ Total· ...... 
. 
.... 
.· .... ·.· ·.:.:: .. ·. 
2.3.4 
Teaching matters 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
!\ .. ·.·.· 
•. > 
·• .. 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
.. •. ······· 
..... 
.· 
0 
2 
(9,5) 
3 
( 7 I 1 ) 
2 
(4, 9) 
2 
( 2 / 1 ) 
.10 
(5,0) 
5 
(23,8) 
7 
(16,7) 
5 
(12,2) 
1 4 
( 1 4 / 9) 
33 
(16,4) 
1 
(4, 8) 
5 
(11,9) 
4 
(9,8) 
2 
( 2 I 1 ) 
13 
... (6,5) 
N = 201 
A 
9 1 0 
(42,9) (47,6) 
22 1 7 
( 52, 4) ( 40 / 5) 
22 1 7 
( 53, 7) ( 41, 5) 
54 38 
(57,5) (40,4) 
B 
21 
( 1 00) 
39 
(92,9) 
39 
( 95, 1 ) 
90 
(95,7) 
N 
0 
( 0 / 0) 
1 
( 2, 4) 
2 
(4, 9) 
1 
( 1 , 1 ) 
·.·• / ······· .......... . 
... · .·. 10.··· .. a ...... ·. >. ····•.••.·••.••·•.• .. a3.> .. ·<.• / 190·•· < ······4 .. ··.·· ····· 
cs3;7) .. :> c11,1> i94,:sy ·····•·· .(:l;ol 
7 
(33,3) 
11 
(26,2) 
15 
(36,6) 
27 
(28,7) 
60 
(29,9) 
5 
(23,8) 
1 3 
(31,0) 
1 4 
(34,2) 
36 
(38,3) 
489 
9 
(42,9) 
24 
( 57 I 1 ) 
21 
(51,2) 
53 
(56,4) 
108 
(53,7) 
1 5 
( 71 / 4) 
24 
(57,1) 
23 
( 56, 1 ) 
56 
(59,6) 
19 
(90,5) 
39 
(92,9) 
39 
( 95 / 1 ) 
88 
(93,6) 
185 
(92,0) 
21 
( 1 00) 
40 
(95,2) 
39 
( 95, 1 ) 
93 
(98,9) 
.· 
2 
(9,5) 
1 
( 2 I 4) 
2 
(4,9) 
5 
( 5 / 3) 
. 
12 
(6,0) 
0 
( 0 / 0) 
0 
( 0 / 0) 
2 
(4,9) 
0 
(0,0) 
I N = 201 I 
I PLANNING FUNCTION I A II B I 
I I 0 I 1 I 2 I y N 
2.3.5 ES 6 12 3 18 3 
Physical 21 (28,6) (57,1) (14,3) (85,7) (14,3) 
facilities 
EP 12 24 6 34 6 
42 (28,6) ( 5 7 f 1 ) (14,3) (81,0) (14,3) 
AS 6 24 11 39 2 
41 (14,6) (58,5) (26,8) (95,1) ( 4 f 9) 
AP 1 3 62 19 87 5 
94 (13,8) (66,0) (20, 1) (92,6) (5,3) I/ .. 2£ . ······ ......... · ..... . . •· ··. ·.· .. . . . 
\ .. .· .·. \'!OT~'j> >/ .· 39 .·. 122 ... .· 40 /178 ···.·.11. .· 
···t. JJ9;Q)·.••·· .. ·. ·cG0;1> (88 .. 6) .•..• ><a,s>··· / .... · .. /. .·· < .. (19 ,4 ···. 
2.3.6 ES 7 13 1 16 5 
Financial 21 ( 33, 3) ( 61f9) (4,8) (76,2) (23,8) 
affairs 
EP 17 19 6 30 10 
42 (40,5) (45,2) (14,3) (71,4) (23,8) 
AS 11 27 3 37 4 
41 (26,8) (65,9) ( 7 f 3) (90,2) (9,8) 
AP 23 63 8 80 13 
94 (24,5) ( 67 f 0) ( 8 f 5) ( 85 f 1 ) (13,8) 
· .... .· 
/'I'otaL•. 
. 59 124 18 164 32 
.. · ...:··.: .... ... · . •· (29,4) (61,7) (9,0) (81,6} (15,9) 
2.3.7 ES 8 9 4 16 3 
Relations with 21 ( 38 f 1 ) (42,9) ( 19 f 0) (76,2) (14,3) 
other role-
players EP 6 29 7 36 3 
42 (14,3) (69,1) (16,7) (85,7) ( 7 f 1 ) 
AS 6 27 8 38 3 
41 (14,6) (65,9) (19,5) (92,7) ( 7 f 1 ) 
AP 18 60 16 81 11 
94 (19,2) (63,8) (17,0) (86,2) (11,7) 
/TRt~i >····.·. ···.·· . .. ... .:-:.·.·.· ... ···:.· .... ·:..·>.·.·:-··· •. 1 
39 126 .. 
.... ... 
..... 172 · ..• 
.•.. < 21\ .... · 36> 
{' / .....•....... >> i i< ... >' .(J9,4) (62,7) <(.17/9) 
··•·· (S5j6J> <(1(l/5J/ 
2.4 
Taking decision 
which affect the 
following areas: 
2.4.1 ES 3 9 9 19 2 
Staff affairs 21 ( 1 4 f 3) (42,9) (42,9) (90,5) (9,5) 
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N = 201 
I PLANNING FUNCTION I A II B I 
I I 0 I 1 I 2 I y N 
EP 4 1 7 21 39 3 
42 (9,5) (40,5) (50,0) (92,9) ( 7 I 1 ) 
AS 5 20 16 36 5 
41 (12,2) (48,8) (39,0) (87,8) (12,2) 
AP 10 38 46 84 8 
94 (10,6) (40,4) (48,9) (89,4) (8,5) 
~C>t~l / . /<••····· :·: .... : ·:• .. : ... ···:.··:.·. ··.· .. 
.· •· f·fir <. 
: 
.. 
·····.·.·.·. ·.·.· .. · .. ·.· 
23 .. >86 . 92 ·jg > ·.···. . : : 
< .· .. ·.:·. •··•·• .· . ·· ··•·• 
. 
.... 
, . .(J1)4) ·(4218) (45,8) .·.:· (89,J>•.·· \ }(9/!)l ·.· 
2.4.2 ES 2 11 8 19 2 
Pupil affairs 21 (9, 5) (52,4) ( 38, 1) (90,5) (9,5) 
EP 1 20 21 42 0 
42 (2,4) (47,6) ( 50 I 0) ( 1 00) (0,0) 
AS 1 23 1 7 40 1 
41 ( 2, 4) ( 56, 1) ( 41 , 5) (97,6) (2, 4) 
AP 2 56 36 90 3 
94 ( 2, 1 ) (59,6) (38,3) (95,7) ( 3, 2) 
.... 
> : I .. 
·• ··• 
·t<>ta1 7 
.. 
111 83 .· , . 192 .· ... 7 
•· (3,5) (55,2) (4},3) > (9515) •:: (3/!) y · .. ·· :•:. :: .... ··.··· I 
2.4.3 ES 5 6 1 0 18 3 
Curriculum 
matters 
21 (23,8) (28,6) (47,6) (85,7) (14,3) 
EP 6 11 25 40 2 
42 (14,3) (26,2) (59,5) (95,2) (4,8) 
AS 5 17 19 39 2 
41 (12,2) (41,5) (46,3) (95,1) (4,9) 
AP 11 30 53 87 5 
94 ( 11 ' 7) ( 31'9) (56,4) (92,6) ( 5' 3) 
.... ::: . : •:••·:•:•:::•:•:•: ••• >. ·:·:. : : ·:.··· .. ·.·. .·.· •:·• 
·: ···· ... Totar· : 28 65 108 185 13 
•••• ··.·.·.··•·• > (13,9) (32,3) (53,7) (92, 0) (6,5} •• : ·:•: ... 
.· 
.· : .. 
2.4.4 ES 0 8 1 3 20 1 
Teaching matters 21 ( 0' 0) ( 38, 1) ( 61, 9) (95,2) (4, 8) 
EP 1 12 29 42 0 
42 (2, 4) (28,6) ( 69' 1) ( 1 00) ( 0 I 0) 
AS 1 15 25 40 1 
41 (2,4) (36,6) (61,0) (97,6) (2,4) 
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PLANNING FUNCTION 
2.4.5 
Physical 
facilities 
I\ ~()~al ·············· ··· \ · 
I>.::::.... .. . ...... ••• ....... · ···• 
2.4.6 
Financial 
affairs 
.····· ... ····· . 
< 'l'ot:a.:r 
·• .... 
.· .···· ._. 
2.4.7 
Relations with 
other role-
players 
.· 
N = 201 
A II B 
0 2 y N 
AP 
94 
3 29 62 90 3 
(3,2) (30,6) (66,0) (95,7) (3,2) 
ES 
21 
5 
(23,8) 
EP 9 
42 (21,4) 
AS 5 
41 (12,2) 
AP 12 
94 (12,8) 
13 
(61,9) 
21 
(50,0) 
29 
(70,7) 
66 
(70,2) 
. 
3 19 2 
(14,3) (90,5) ( 9 / 5) 
12 36 6 
(28,6) (85,7) (14,3) 
7 40 1 
( 1 7 / 1 ) (97,6) ( 2, 4) 
16 85 7 
(17,0) (90,4) ( 7 / 5) 
-:: 
32 
(15, 9) 
. 130 
I .. ·•' .·· 
> iar Y 39 .. f'7 </··· 
ES 
21 
6 
(28,6) 
EP 13 
42 (31,0) 
AS 9 
41 (22,0) 
AP 19 
94 (20,2) 
ES 
21 
EP 
42 
48 
(23,9) 
6 
(28,6) 
7 
( 1 6, 7) 
AS 3 
41 (7,3) 
AP 
94 
16 
(17,0) 
. 
33 .1 
I J16, 4). 
(64 7) ·.·, 
.. / . · .. 
12 
(57,1) 
21 
(50,0) 
30 
(73,2) 
65 
(69,2) 
130 
(64,7) 
12 
( 57 I 1 ) 
23 
(54,8) 
30 
(73,2) 
61 
(64,9) 
·n9 4l 
.· .·. · .. ·.T:.·:.:·· 
... ·. (90;11 / (8,$)·.· . . 
3 16 5 
(14,3) (76,2) (23,8) 
8 32 10 
(19,1) (76,2) (23,8) 
2 37 4 
( 4 / 9) (90,2) (9,8) 
1 0 83 10 
( 10 / 6) (88,3) (10,6) 
23 169 29 
( 11 , 4) (84, 1) (14,4) 
3 18 2 
( 1 4 / 3) (85,7) ( 9, 5) 
12 36 4 
(28,6) (85,7) (9,5) 
8 37 4 
(19,5) (90,2) (9,8) 
17 80 12 
(18,1) (85,1) (12,8) 
r21 . ...... . ....... · •t / ···.·················.• ... •.·•c••.••.•8•.•.• .... 1.••5···1·····2········6•••.••.·.··>i···.·.· .... · .. I•····· >·•••••••.;·~•••••••••\····· C63 2r .• ···1. ... c20,c4J •  <t1t{4f 
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N = 201 
I PLANNING FUNCTION I A II B I 
I I 0 I 1 I 2 I y N 
2.5 
Problem-solving 
in the following 
areas: 
2. 5. 1 ES 3 6 12 19 2 
Staff affairs 21 (14,3) (28,6) (57,1) (90,5) (9,5) 
EP 7 12 23 35 7 
42 (16,7) (28,6) (54,8) (83,3) (16,7) 
AS 6 22 13 35 6 
41 (14,6) (53,7) (31,7) (85,4) (14,6) 
AP 12 39 43 81 11 
94 (12,8) (41,5) (45,7) (86,2) (11,7) 
< _ /< •. \ ·. · .. · .• . ·.· . .. 
... 
. ·.·.· ...... 
< )(~~14) ]?t:;+ \ .· < .·. >1 •••• 29 ... Bl; .. . .· 91 ... •· ...• }71 I . (1J•4J .••.. (40,3} .. ·····•·t45,JL ···• >C85,J) .... 
. ·. 
2.5.2 ES 0 11 10 20 1 
Pupil affairs 21 (0, 0) (52,4) (47,6) (95,2) (4,8) 
EP 1 19 22 42 0 
42 (2, 4) (45,2) ( 52, 4) ( 1 00) ( 0 t 0) 
AS 1 19 21 40 1 
41 (2, 4) (46,3) ( 51 I 2) (97,6) ( 2, 4) 
AP 3 54 37 90 3 
94 ( 3 I 2) ( 57 I 5) (39,4) (95,7) ( 3 I 2) 
I Aotal ··.·.· ···· ... ·.··•· ·• .... . . .. ····· ...... •. . . ... ·•· .. 
.. •· < I •••• LL• i19i< ·•····. \( .·.·. 
. <•······· i /··········•·•·•···. 6 104 91 • .·< ..... (3,0).····· {51,7) .. r<45/3r ...... ·.f96;Ql •·· •. ;>/ UJ: ·. •• 
2.5.3 ES 3 7 11 18 3 
Curriculum 21 (14,3) (33,3) (52,4) (85,7) (14,3) 
matters 
EP 4 10 28 41 1 
42 (9,5) (23,8) (66,7) (97,6) (2,4) 
AS 4 17 20 40 1 
41 (9,8) (41,5) (48,8) (97,6) (2,4) 
AP 9 31 54 89 5 
94 (9,6) (33,0) (57,5) (94,7) (5,3) 
i ~ofa].····· .< ... ·.·.·. > < ····•• .... .... .· . ··.· •••••••••• .. ... ·. . ...... 
.... 22 66 113 J88 12 •••. > ...• 
. .·· ... ·
........ / ······ ······ •··············· ... . (.11,0) (32~8J 
,. (56,2) {93,ST (Q,0). I• 
2.5.4 ES 1 7 1 3 20 0 
Teaching matters 21 ( 4, 8) ( 33, 3) ( 61, 9) (95,2) ( 0 t 0) 
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N = 201 
I PLANNING FUNCTION I A II B I 
I I 0 I 1 I 2 I y N 
EP 2 9 31 42 0 
42 (4,8) (21,4) (73,8) ( 1 00) (0,0) 
AS 1 17 23 40 1 
41 (2,4) (41,5) (56,1) (97,6) (2,4) 
AP 1 34 59 93 1 
94 ( 1 I 1 ) (36,2) (62,8) (98,9) ( 1 I 1 ) 
T~ t~l···························· ....... ·•··•·•••••••··••••················ ... •>> I · .. · . <121 <> :: ... :···-:::::::-.·::>:.:.::::-/:'.::::·:·;;. ••••••••••••••• ,.1jg, ••••••••.•. .... ....... \ ) 196<•···· . •> . ) ..•..•... ·.·•··· ... •..•.• . •. 6. f)8 •••  .· .. I·· (3,0J {33,8J•·•., {6~,2} ·••·· C9it5T ·····. · .. 
2.5.5 ES 8 11 2 15 6 
Physical 21 ( 38 I 1) (52,4) ( 9 I 5) (71,4) (28,6) 
facilities 
EP 8 20 1 4 38 4 
42 ( 19 I 1 ) ( 47' 6) (33,3) (90,5) ( 9' 5) 
AS 4 30 7 40 1 
41 (9,8) ( 73 I 2) ( 1 7 I 1 ) (97,6) ( 2 I 4) 
AP 1 3 66 15 84 9 
94 ( 13' 8) (70,2) (16,0) (89,4) (9,6) 1··+ · ..... •·• ..... .. . . .. 
·.I .· .. 
. 
. . 
I ··•·· ... /t < .. 
2<>········ . 
.... 34 ·. 129 . 38 . 179 ....•..... ~V':'.~U. < 
.· .... ·.· 
·. 
. 
I >.•. >/ ..... <<. \ • ·•·.••• (1619) ·•· (6~~2) >( 18. 9l/ >.(89/t)•:.:•: (9,91 ·• 
.. ·• . .. . . . I . 
2.5.6 ES 9 12 0 12 9 
Financial 21 (42,9) (57,1) ( 0 f 0) (57,1) (42,9) 
affairs 
EP 15 18 9 31 11 
42 (35,7) (42,9) (21,4) (73,8) (26,2) 
AS 9 30 2 35 6 
41 (22,0) (73,2) ( 4, 9) (85,4) (14,6) 
AP 14 68 12 88 6 
94 (14,9) (72,3) (12,8) (93,6) (6,4) 
I< :~1- .····•·<····· ·.· .. ... •• . .... . , .. 
·:·:. 1••··········~gt71············· , .. 48 130 · . 23 167 I·· 32 ... .. .. (23,9) (64,7) (11,4J (8:f, 1) CJ5(9) ·•· ............... ... ·. . ... 
2.5.7 ES 6 12 3 17 4 
Relations with 21 (28,6) ( 57 I 1 ) ( 1 4 I 3) ( 81, 0) (19,0) 
other role-
players EP 8 22 12 35 7 
42 (19,1) (52,4) (28,6) (83,3) (16,7) 
AS 3 28 10 38 3 
41 ( 7 I 3) (68,3) (24,4) (92,7) (7,3) 
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N = 201 
PLANNING FUNCTION A II B 
0 2 I y N 
21 86 7 AP 
94 
1 4 
(14,9) 
59 
(62,8) (22,3) (91,5) (7,5) 
. 32 
ns19) 
3 INVOLVEMENT OF TEACHERS IN SCHOOL MANAGEMENT: ORGANIZING 
FUNCTIONS 
In Table 3 below the following codes are used: 
A: The extent to which teachers are involved in each of the 
organizing functions mentioned. 
B: Whether teachers should be involved in the organizing 
function mentioned or not. 
Scale used in A: 
0: Not involved at all 
1: Involved together with others (e.g. staff, parents, etc.) 
2: Involved together with other teachers only 
Abbreviations used: 
Y: YES, teachers should be involved. 
N: NO, teachers should NOT be involved. 
ES: English-medium secondary school 
EP: English-medium primary school 
AS: Afrikaans-medium secondary school 
AP: Afrikaans-medium primary school 
Table 3 Involvement of teachers in school 
organizing functions (Question 3) 
I A II N = 201 I ORGANIZING FUNCTION 
495 
management: 
B 
'I 
0 2 y N 
Ll 
Creating organization 
structures (i.e. 
committees, chains of 
authority etc.) for the 
following management 
areas: 
3. 1 . 1 ES 2 7 12 20 1 
Staff affairs 21 ( 9, 5 (33, (57, (95, (4,8 
) 3) 1 ) 2) ) 
EP 6 1 5 21 36 5 
42 ( 1 4 I (35, (50, (85, ( 11 f 
3) 7) 0) 7) 9) 
AS 4 24 1 3 38 3 
41 (9,8 (58, ( 31 I (92, (7,3 
) 5) 7) 7) ) 
AP 12 40 42 90 3 
94 ( 1 2 I (42, ( 44 I (95, (3,2 
8) 6) 7) 7) ) 
25 87 89 
( 12 f (43, (44/ 
4) 3) 3) 
3. 1. 2 ES 1 8 12 20 1 
Pupil affairs 21 (4,8 (38, (57, (95, (4,8 
) 1 ) 1 ) 2) ) 
EP 3 19 20 41 0 
42 ( 7 I 1 (45, (47, (97, (0,0 
) 2) 6) 6) ) 
AS 2 21 18 40 1 
41 (4,9 ( 51 I (43, (97, (2,4 
) 2) 9) 6) ) 
AP 6 49 39 92 
94 (6,4 (52, ( 41 I (97, 
) 1 ) 5) 9) 
3. 1. 3 ES 6 5 1 0 19 2 
Curriculum matters 21 (28, (23, (47, (90, (9,5 
6) 8) 6) 5) ) 
EP 8 11 23 39 2 
42 ( 19 I (26, (54, (92, (4,8 
1 ) 2) 8) 9) ) 
AS 5 12 24 39 2 
41 ( 12 I (29, (58, (95, (4,9 
2) 3} 5) 1 } } 
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AP 13 31 50 89 4 
94 ( 13 I (33, (53, (94, (4,3 
8) 0) 2) 7) ) 
= 1•i~~tr ·•< ::: . ··. ·. ·. ... : 33 60 .: 108 187·. tl < . ,. (16, {29; •(531 \ .. (9~,· ••.•....•. ($15< 
. · .. ..... !• .. ·. 
.. 
4) 9) ... /1 7)•·· .••o> >········ 
3. 1. 4 ES 2 5 14 21 0 
Teaching matters 21 (9,5 (23, (66, ( 100 (0,0 
) 8) 7) ) ) 
EP 3 17 22 39 3 
42 ( 7 / 1 (40, (52, (92, ( 7 t 1 
) 5) 4) 9) ) 
AS 2 16 23 39 2 
41 (4,9 (39, ( 56 t (95, (4,9 
) 0) 1 ) 1 ) ) 
AP 1 30 63 93 0 
94 ( 1 I 1 ( 31 / (67, (98, (0,0 
) 9) 0) 9) ) 
I> ..... c::T 
·: I 
9 70 122 193 s 
f::. (4, (34 (60 (96 (2, 
I<> ....... 
.. 
S) ,8) ,7) ,O) S) 
3. 1. 5 ES 7 1 1 3 18 3 
Physical facilities 21 (33, (52, ( 14 I (85, ( 1 4 I 
3) 4) 3) 7) 3) 
EP 1 0 23 9 32 10 
42 (23, (54, ( 21 ' (76, (23, 
8) 8) 4) 2) 8) 
AS 4 29 8 39 2 
41 (9,8 ( 70, ( 1 9 t (95, (4,9 
) 7) 5) 1 ) ) 
AP 18 66 10 85 8 
94 ( 19 I (70, ( 1 0 I (90, (8,5 
2) 2) 6) 4) ) 
I•·•.• ·•· </· .,>···. /' ·•······•·· :. ·• 
: 
•· 
·.· .. ·· : .·•· 
./ ·. '· 
: 
I•········· rr'gt:~~>···········/••••• / 
..... ·.·. · ... ·. 
I < 
40 130 f 31 ·· 11s< 23 
(19 (64 (15··.: (87 (ll 
,9) ,7) ,4) .. ·.· ,ll .. ,. ••l· I/·.·····•• .•• >/ : : •· .·. 
3. 1. 6 ES 9 1 0 2 1 5 6 
Financial affairs 21 (42, (47, (9,5 ( 71' (28, 
9) 6) ) 4) 6) 
EP 1 3 24 5 27 15 
42 ( 31 I (57, ( 11 I (64, (35, 
0) 1 ) 9) 3) 7) 
AS 6 29 6 36 5 
41 ( 1 4 I (70, ( 1 4 t (87, ( 12 t 
6) 7) 6) 8) 2) 
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3. 1. 7 
Relations with other 
role-players 
3.2 
Delegating duties and 
functions to persons 
involved in the 
following management 
areas: 
3. 2. 1 
Staff affairs 
3.2.2 
Pupil affairs 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
20 
( 21 , 
3) 
•9 
l2t 
••). 
6 
(28, 
6) 
9 
( 21 ' 
4) 
4 
(9,8 
) 
18 
( 19 / 
2) 
2 
(9, 5 
) 
6 
( 1 4, 
3 ) 
3 
( 7, 3 
) 
8 
( 8, 5 
) 
1 
( 4' 8 
) 
498 
65 
(69, 
2) 
9 
(9,6 
) 
. . ..... ·.·.·. 
>tlO .. /22 
·····.···t6• ······tto•·•·•· 
. tl) < .• t>••···· 
11 4 
(52, ( 19 t 
4) 0) 
25 8 
(59, ( 19 t 
5) 1 ) 
30 7 
(73, ( 1 7 / 
2) 1 ) 
63 13 
(67, ( 1 3 / 
0) 8) 
6 1 3 
( 28, ( 61 
' 6) 9 ) 
1 0 26 
( 23, ( 61 
' 8) 9 ) 
1 5 23 
(36, ( 56, 
6) 1 ) 
32 54 
(34, ( 57, 
0) 5) 
.. ·.··· :.: .. :.:<.::>·:· 
.·.···111/ 
tss· 
. ,•2f 
1 0 1 0 
( 47, (47, 
6) 6) 
79 14 
(84, (14, 
0) 9) 
··:::::.:·:· 
18 
(85, 
7) 
35 
(83, 
3) 
37 
(90, 
2) 
83 
(88, 
3) 
20 
(95, 
2 ) 
34 
( 81 
' 0 ) 
36 
(87, 
8) 
92 
(97, 
7) 
. . ......... 
. . ......... 
<183/ 
>!Bl. 
20 
(95, 
2 ) 
3 
( 1 4 t 
3) 
7 
( 16' 
7) 
4 
(9,8 
) 
10 
( 1 0 / 
6) 
. 2S 
ll2·•··· 
.···.·••>···· 
1 
( 4, 8 
) 
8 
( 1 9, 
1 ) 
5 
( 1 2, 
2) 
1 
(4, 8 
) 
EP 4 13 25 39 3 
42 (9,5 ( 31 , (59, (92, ( 7 / 1 
) 0) 5) 7) ) 
AS 3 18 20 40 1 
41 ( 7 / 3 (43, (48, (97, (2,4 
) 9) 8) 6) ) 
AP 6 47 41 91 3 
94 (6,4 (50, (43, ( 96, (3,2 
) 0) 6) 8) ) 
• 22.> > ·•· / I• . ·.· . ·. ... .··.·. •: ... 
••·I· 191 i/ tr·/ Ii i0~~~ /ii·.·.····.· .. 15 89 .·. I·· 97··.•.•· .. ::•.·? {4{? .(7,5 . \ (44, ...... ·••c.:.~•,••••••••• / (Q~, ............ ... ..... . I·•···•· r••·•··· .. ·3r •:• .•.. :O):: ::.: / ...... · .. · 
3.2.3 ES 4 5 12 18 3 
Curriculum matters 21 ( 1 9 / (23, (57, (85, ( 1 4 t 
0) 8) 1 ) 7) 3) 
EP 6 8 28 38 4 
42 ( 14 t ( 19 t (66, (90, (9,5 
3) 1 ) 7) 5) ) 
AS 6 13 22 39 2 
41 ( 1 4 t ( 31 , (53, (95, (9,8 
6) 7) 7) 1 ) ) 
AP 1 5 29 50 85 8 
94 ( 1 6, (30, (53, (90, (8,5 
0) 9) 2) 4) ) 
· ... 
. ".l'otai· 33 55 113 180 18 
( 16 t (27, (56, (89, (9,0 
I> 4) 4) 2) 5) ) 
3.2.4 ES 1 5 15 20 1 
Teaching matters 21 (4,8 (23, ( 71 I (95, (4,8 
) 8) 4) 2) ) 
EP 3 11 28 38 4 
42 ( 7 t 1 (26, (66, (90, (9,5 
) 2) 7) 5) ) 
AS 3 14 24 41 0 
41 ( 7 / 3 (34, (58, ( 100 (0,0 
) 2) 5) 1 ) ) 
AP 5 31 58 89 5 
94 (5,3 (33, ( 61 t (94, (5,3 
) 0) 7) 7) ) 
> • . •·• 
·. 
.. 1. .·· •·. 
.. · ... 1 ... : 
.•. < 
·.· 61 ·······•i •t89 > 13 127 I. / lQ. 
••••• 
(.6,5 (30, (63, (94, (5{()· 
••: .... · ······ . •: . . · ... . .. ) 4) 2) .••... •••• Of } ... 
3.2.5 ES 7 1 0 4 16 5 
Physical facilities 21 (33, (47, ( 19' (76, (23, 
3) 6) 0) 2) 8) 
EP 12 21 9 30 12 
42 (28, ( 50' ( 21 / ( 71 , (28, 
6) 0) 4) 4) 6) 
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AS 6 30 5 37 4 
41 ( 1 4 I (73, ( 12 I (90, (9.8 
6) 2) 2) 2) ) 
(58, 
5) 
AP 20 63 77 17 
94 ( 21 , (67, ( 81 , ( 18' 
3) 0) 9) 1 ) 
3.2.6 ES 9 10 2 12 9 
Financial affairs 21 (42, (47, (9,5 (57, (42, 
9) 6) ) 1 ) 9) 
EP 17 16 9 29 13 
42 (40, (38, ( 21 , (69, ( 31 I 
5) 1 ) 4) 1 ) 0) 
AS 8 28 5 33 8 
41 ( 19 / (68, ( 12, (80, ( 19 / 
5) 3) 2) 5) 5) 
AP 22 62 10 78 16 
94 (23, (66, ( 1 0 / (83, ( 1 7 I 
4) 0) 6) 0) 0) 
... 
/153\ . 45< 
..... (1(), 
··· .. <(22/ 
····l):. . gr·· 
3.2.7 ES 3 12 6 18 3 
Relations with other 21 ( 1 4 I (57, (28, (85, ( 1 4 t 
role-players 3) 1 ) 6) 7) 3) 
EP 9 24 9 33 9 
42 ( 21 , (57, ( 21 , (78, (21, 
4) 1 ) 4) 6) 4) 
AS 4 29 8 36 4 
41 (9,8 (70, ( 19 I (87, (9,8 
) 7) 5) 8) ) 
AP 16 61 17 82 11 
94 ( 1 7 I (64, ( 1 8 I (87, ( 11 I 
0) 9) 1 ) 2) 7) 
33 127 41 170 27 
( 16, (63, (20, (84, ( 13 t 
4) 2) 4) 6) 4) 
3.3 
Coordinating the duties 
and functions of people 
involved in the 
following management 
areas: 
500 
3. 3. 1 
Staff affairs 
3.3.2 
Pupil affairs 
3.3.3 
Curriculum matters 
3.3.4 
Teaching matters 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
3 
( 14 t 
3) 
7 
( 16 t 
7) 
7 
( 1 7 t 
1 ) 
15 
( 16 t 
0) 
33 
(16, 
4) 
1 
(4,8 
) 
4 
(9,5 
) 
3 
(7,3 
) 
9 
(9,6 
) 
18 
(9,0 
) 
4 
( 19, 
0) 
7 
( 16, 
7) 
8 
( 19 / 
5) 
17 
( 18 I 
1 ) 
0 
(0,0 
) 
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6 
(28, 
6) 
1 0 
(23, 
8) 
18 
(43, 
9) 
35 
(37, 
2) 
70 
(34, 
8) 
1 0 
(47, 
6) 
14 
(33, 
3) 
17 
( 41 t 
5) 
39 
( 41 I 
5) 
81 
(40, 
3) 
8 
(38, 
1 ) 
9 
( 21 , 
4) 
14 
(34, 
2) 
24 
(25, 
5) 
9 
(42, 
9) 
12 
(57, 
1 ) 
25 
(59, 
5) 
16 
(39, 
0) 
44 
(46, 
8) 
98 
(48, 
8) 
10 
(47, 
6) 
24 
(57, 
1 ) 
21 
( 51 t 
2) 
46 
(48, 
9) 
9 
( 42, 
9) 
26 
( 61 I 
9) 
19 
(46, 
3) 
53 
(56, 
4) 
12 
(57, 
1 ) 
20 
(95, 
2) 
36 
(85, 
7) 
37 
(90, 
2) 
85 
(90, 
4) 
179 
(89, 
l) 
21 
( 100 
) 
39 
(92, 
9) 
38 
(92, 
7) 
91 
( 96, 
8) 
19 
(90, 
5) 
36 
(85, 
7) 
35 
(85, 
4) 
86 
(91, 
5) 
20 
(95, 
2) 
1 
(4,8 
) 
6 
( 14 t 
3) 
4 
(9,8 
) 
9 
(9,6 
) 
21 
(1 o, 
5) 
0 
(0,0 
) 
3 
(7,1 
) 
3 
(7,3 
) 
3 
(3,2 
) 
2 
(9,5 
) 
5 
( 11 t 
9) 
6 
( 1 4 I 
6) 
8 
(8,5 
) 
1 
(4,8 
) 
EP 3 11 28 38 4 
42 ( 7 / 1 (26, (66, (90, (9,5 
) 2) 7) 5) ) 
AS 4 1 4 23 38 3 
41 (9,8 (34, ( 56, (92, (7,3 
) 2) 1 ) 7) ) 
AP 6 26 62 89 
94 (6,4 (27, (66, (94, 
) 7) 0) 7) 
..... · .. · .. ·· .. 
61>·•··· 126( • 186 
> 162/ .. (92 ... ISO~ .. / .·.· 1< 
<4r< . <71 ···.·• SJ 
3.3.5 ES 6 11 4 17 4 
Physical facilities 21 (28, (52, ( 19' ( 81 ' ( 19' 
6) 4) 0) 0) 0) 
EP 11 22 9 32 10 
42 (26, (52, ( 21 , (76, (23, 
2) 4) 4) 2) 8) 
AS 5 30 6 37 4 
41 ( 12 I (73, ( 1 4 I (90, (9,8 
2) 2) 6) 2) ) 
AP 23 58 13 77 16 
94 (24, ( 61' ( 1 3' ( 81 ' ( 17' 
5) 7) 8) 9) 0) 
.... 
. ·•<'I'pta1•······· 46 122 33 164 35 
(22, (60, ( 16, (81, ( 17, 
9) 7) 4) 6J 4) 
3.3.6 ES 1 0 9 2 12 9 
Financial affairs 21 (47, (42, (9,5 (57, (42, 
6) 9) ) 1 ) 9) 
EP 19 17 6 26 16 
42 (45, (40, ( 1 4 / ( 61 , (38, 
2) 5) 3) 9) 1 ) 
AS 8 26 7 37 4 
41 ( 19 I (63, ( 1 7 / (90, (9,8 
5) 4) 1 ) 2) ) 
AP 25 59 10 74 20 
94 (26, (62, ( 1 0 I (78, (21, 
6) 8) 6) 4) 3) 
63 26 
(31, (12, 
3) 9) 
3.3.7 ES 3 12 6 18 3 
Relations with other 21 ( 1 4 I (57, (28, (85, ( 1 4 / 
role-players 3) 1 ) 6) 7) 3) 
EP 8 24 1 0 33 9 
42 ( 19 I (57, (23, (78, ( 21 I 
1 ) 1 ) 8) 6) 4) 
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AS 6 29 6 35 6 
4 1 ( 1 4 I ( 7 0 I ( 1 4 I ( 85 I ( 1 4 I 
6 ) 7 ) 6 ) 4 ) 6 ) 
AP 1 8 60 1 6 79 1 4 
94 ( 1 9 I ( 63 I ( 1 7 I ( 84 I ( 1 4 I 
2 ) 8 ) 0 ) 0 ) 9 ) 
... . .. . 
<37 > 126 ·····.38>< ··············{\~~········· eta, {62; tfa, .···4J··· 7) / 9J•·· ···i.<6) •• //• 
4 INVOLVEMENT OF TEACHERS IN SCHOOL MANAGEMENT: GUIDANCE 
In Table 4 below the following codes are used: 
A: The extent to which teachers are involved in providing 
guidance in each of the areas mentioned. 
B: Whether teachers should be involved in providing guidance 
in these areas or not. 
Scale used in A: 
0: Not involved at all 
1: Involved together with others (e.g. staff, parents, etc.) 
2: Involved together with other teachers only 
Abbreviations used: 
Y: YES, the teachers should be involved. 
N: NO, teachers should NOT be involved. 
ES: English-medium secondary school 
EP: English-medium primary school 
AS: Afrikaans-medium secondary school 
AP: Afrikaans-medium primary school 
Table 4 
I 
Involvement of teachers 
guidance (Question 4) 
N = 201 
I GUIDANCE (leadership) I 
I I 0 I 
503 
in 
A 
1 
school 
II 
I 2 I 
management: 
I 
B I 
y N 
4. 1 ES 11 6 4 10 2 
Building relations 21 (52, (28, ( 19 t (47, (9,5 
between the various 4) 6) 0) 6) ) 
role-players involved in 
the school (e.g. staff, EP 13 21 8 30 1 pupils, parents). 42 ( 31 t (50, ( 19 t (71, (2,4 
0) 0) 1 ) 4) ) 
AS 5 25 11 37 1 
41 ( 12 I ( 61 I (26, (90, (2,4 
2) 0) 8) 2) ) 
AP 12 62 20 87 2 
94 ( 12, (66, ( 21 , (92, (2,2 
8) 0) 3) 6) ) 
< __ / - •< ·•·•·.··.·.·•·.·•· ·• .· ... • .... . / ... .. 
l~i'j~ft ·.· 43 115 43 .... 166 6 ·(21 (.57 . I (2l lQ2 . I llt Y ... / .. . ... ..: .... .•• .·· ,.) ··•.·• ,~)1 . .• •> / ··t6) I )O) 
····· 
.·. I.••··· 
4.2 
Leadership within the 
following areas of 
management: 
4.2.1 ES 3 7 11 20 0 
Staff affairs 21 ( 1 4 t (33, (52, (95, (0,0 
3) 3) 4) 2) ) 
EP 6 12 24 38 4 
42 ( 14, (28, (57, (90, (9,5 
3) 6) 1 ) 5) ) 
AS 6 1 4 21 38 3 
41 ( 14, (34, ( 51 I (92, (7,3 
6) 2) 2) 7) ) 
AP 9 35 50 88 6 
94 (9,6 ( 37 I (53, (93, (6,4 
) 2) 2) 6) ) 
······ ····· 
·• .· 
•••.•••••••• :i·~ta). 25 70 106 . 186 13 
( 12 I (34, (52; I (921 (6;5·.•. 
< /• .•· .. · ...·. .......... 
• •••• 
4). ar > .···1r ·· I ss···· IC ···.)·· 
·• . 
.·. .·· .... 
4.2.2 ES 1 11 9 20 0 
Pupil affairs 21 (4,8 (52, (42, (95, (0,0 
) 4) 9) 2) ) 
EP 2 20 20 42 0 
42 (4,8 (47, (47, ( 100 (0,0 
) 6) 6) ) ) 
AS 3 19 19 40 1 
41 (7,3 (46, (46, (97, (2,4 
) 3) 3) 6) ) 
AP 4 41 49 92 2 
94 ( 4, 3 (43, (52, (97, (2,2 
) 6) 1 ) 9) ) 
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4.2.3 
Curriculum matters 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
11 
(5,5 
) 
4 
( 19, 
0) 
3 
( 7, 1 
) 
8 
( 19 / 
5) 
92 
(45, 
8) 
7 
(33, 
3) 
11 
(26, 
2) 
12 
(29, 
3) 
10 
( 47 / 
6) 
28 
(66, 
7) 
21 
( 51 , 
2) 
19 
(90, 
5) 
41 
(97, 
6) 
39 
(95, 
1 ) 
86 
(91, 
5) 
·:::::· .. : .. ··.::::-::····· 
•..... 186 
<t9.?r••· 
3··.····. (1;s.·•• ) . 
1 
(4,5 
) 
1 
(2,4 
) 
2 
(4,9 
) 
8 
(8,5 
) 
IF===~~~~~...:..;;:;.;==+-'----4...:..;;:;.;..:!..1.---~~~-4....:..;;:;.;;.!.J.;.~l-"·····--->--5"-')'-'-<••_···+---.......;'-'---... H 
4.2.4 
Teaching matters 
4.2.5 
Physical facilities 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
0 
(0,0 
) 
2 
(4,8 
) 
2 
( 4, 9 
) 
5 
(23, 
8) 
12 
(28, 
6) 
10 
(24, 
4) 
31 
( 33) 
505 
7 
(33, 
3) 
12 
(28, 
6) 
1 6 
(39, 
0) 
25 
(26, 
6) 
10 
(47, 
6) 
25 
(59, 
5) 
26 
(63, 
4) 
52 
(55, 
3) 
14 
(66, 
7) 
28 
(66, 
7) 
23 
(56, 
1 ) 
65 
(69, 
2) 
6 
(28, 
6) 
5 
( 11 / 
9) 
5 
( 12, 
2) 
11 
( 11 / 
7) 
20 
(95, 
2) 
40 
(95, 
2) 
41 
( 1 00 
) 
89 
(94, 
7) 
17 
( 81 / 
0) 
30 
( 71 / 
4) 
36 
(87, 
8) 
76 
(80, 
9) 
0 
(0,0 
) 
1 
( 2, 4 
) 
0 
(0,0 
) 
5 
(5,3 
) 
.. 
. ·•.6<: .. ·· 
(3 .•.. 
Ol> 
3 
( 1 4 I 
3) 
12 
(28, 
6) 
4 
(9,8 
) 
16 
( 17 / 
0) 
//• •·.· ·.· ... •/ ·."~ 
I •.•.••• ,..:·a.I: .. 60 tt• 27 161 ... ..•... 35::.•· l 1 l~J01i .. - . - .. (29······ ·.•(56\ >(13 . (80 . ·. (17\ I ..... 1·· t9f ·· ·: .........• 7.) •<····t•l /t1l•····· ······•r ... •· ... 
·• 
····•·· •·.· 
4.2.6 ES 8 10 3 13 7 
Financial affairs 21 (38, (47, ( 1 4 I ( 61 I (33, 
1 ) 6) 3) 9) 3) 
EP 15 17 10 27 15 
42 (35, (40, (23, (64, (35, 
7) 5) 8) 3) 7) 
AS 1 0 27 4 37 4 
41 (24, (65, (9,8 (90, (9,8 
4) 9) ) 2) ) 
AP 31 54 9 76 17 
94 (33, (57, (9,6 (80, ( 18 I 
0) 5) ) 6) 1 ) 
/TOt(ll> 
... ... · 
66 109 26 155 43 
I< (32 (54 (12 (77 (21 
:•·•·· .. · .. ·•·.·. .a> .2) .9) .1) .•> 
4.2.7 ES 4 1 3 4 18 2 
Relations with other 21 ( 19 I ( 61 I ( 1 9 I (85, (9,5 
role-players 0) 9) 0) 7) ) 
EP 5 28 9 36 6 
42 ( 11 I (66, ( 21 I (85, ( 1 4 I 
9) 7) 4) 7) 3) 
AS 5 29 7 36 5 
41 ( 12 I ( 70, ( 17 I (87, ( 1 2 I 
2) 7) 1 ) 8) 2) 
AP 18 59 17 80 13 
94 ( 19 I (62, ( 18 I (85, ( 1 3 I 
2) 8) 1 ) 1 ) 8) [ 4o > ..... ·. ·····.··· .... ··. ·. •· .. ·· ... ... •· . ... .. ·•· ~ .~:: ·- ·. I . · . .... . • .. · .. ... 
- ... 1 34 13()> 37 ·. 172• I <26 
.. (16 (64 (18 las···· 112· I 
> < \ >> / ) .. ··.·. ... . .9) t 11 ··. ·.· 
.•> . ...• 6l.· . ....• 91 
4.3 
Motivation of persons 
involved in the 
following areas of 
school management: 
4.3.1 ES 3 7 11 20 1 
Staff affairs 21 ( 1 4 I (33, (52, (95, (4,8 
30 3) 4) 2) ) 
EP 4 16 22 39 3 
42 (9,5 (38, (52, (92, ( 7 I 1 
) 1 ) 4) 9) ) 
AS 4 16 21 38 3 
41 (9,8 (39, ( 51 I (92, (7,3 
) 0) 2) 7) ) 
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4.3.2 
Pupil affairs 
4.3.3 
Curriculum matters 
4.3.4 
Teaching matters 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
1 
(4,8 
) 
3 
( 7 f 1 
) 
1 
(2,4 
) 
3 
( 1 4' 
3) 
5 
( 11 I 
9) 
7 
( 1 7' 
1 ) 
1 7 
( 18' 
1 ) 
0 
(0,0 
) 
3 
( 7 f 1 
) 
2 
(4,9 
) 
507 
37 
(39, 
4) 
10 
(47, 
6) 
18 
(42, 
9) 
19 
(46, 
3) 
44 
(46, 
8) 
9 
(42, 
9) 
12 
(28, 
6) 
12 
(29, 
3) 
27 
(28, 
7) 
9 
(42, 
9) 
10 
(23, 
8) 
1 6 
(39, 
0) 
46 
(48, 
9) 
10 
(47, 
6) 
21 
(50, 
0) 
21 
( 51 f 
2) 
47 
(50, 
0) 
91 
(96, 
8) 
3 
(3,2 
) 
:.: .. ·.;.·.··.·>-::::::. ;.· ........ ·.·.·· .···:-:-: 
•······ 19tr · •···. +a/ 
· .... (94.·· (§( 
\5)<· . O)> 
21 
( 100 
) 
40 
(95, 
23) 
40 
(97, 
6) 
93 
(98, 
9) 
. : .·· .. : .. 
0 
(0,0 
) 
2 
(4,8 
) 
1 
(2,4 
) 
tOJ . >>196 
(~~· ········<~;,• 
9 
(42, 
9) 
25 
(59, 
5) 
22 
( 53' 
7) 
50 
(53, 
2) 
12 
(57, 
1 ) 
29 
(69, 
1 ) 
23 
(56, 
1 ) 
29 
(95, 
2) 
39 
(92, 
9) 
39 
(95, 
1 ) 
85 
(90, 
4) 
21 
( 100 
) 
40 
(95, 
2) 
41 
( 100 
) 
1 
(4,8 
) 
3 
( 7 f 1 
) 
2 
(9,8 
) 
8 
(8,5 
) 
0 
(0,0 
) 
2 
(4,9 
) 
0 
(0,0 
) 
/ ... f-;ll I< i\c-:' 
/ . . ··.·. . .. •>. 
4.3.5 
. . ... 
Physical facilities 
I Total/ .· .... · ... >··. 
i< ······> ······ <••. ········· ·.·.·.· ··.·. 
4.3.6 
Financial affairs 
..... 
4.3.7 
... 
Relations with other 
role-players 
'·····. 
,•· .· 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
·.· ·• 
4 
( 4, 3 
) 
lO 
(5,0 
) 
7 
(33, 
3) 
11 
(26, 
2) 
7 
( 1 7 I 
1 ) 
24 
(25, 
5) 
50 
(24, 
9) 
6 
(28, 
6) 
16 
(38, 
1 ) 
8 
( 19 f 
5) 
31 
(33, 
0) 
27 
(28, 
7) 
62 
(30, 
8) 
10 
(47, 
6) 
21 
(50, 
0) 
30 
(73, 
2) 
56 
(59, 
6) 
. .•• 
118 
(58, 
7) 
11 
(52, 
4) 
19 
(45, 
2) 
28 
(68, 
3) 
49 
(52, 
1 ) 
63 
(67, 
0) 
93 
(98, 
9) 
129 197 
(64, (98, 
2) . 0) 
4 
( 19 t 
0) 
10 
(23, 
8) 
4 
(9,8 
) 
17 
( 81 , 
0) 
34 
( 81 , 
0) 
39 
(95, 
1 ) 
14 82 
(14, (87, 
9) 2) 
····· · .. ···•. •·• 33 ·. ·••·· 174 I 
(16, ... (86, 
4) 6) 
4 
( 19 f 
0) 
7 
( 16 f 
7) 
5 
( 1 2 f 
2) 
14 
( 14 t 
9) 
1 5 
( 71 f 
4) 
28 
(66, 
7) 
37 
(90, 
2) 
79 
(84, 
0) 
1 
( 1 t 1 
) 
3 
(1,5 . 
) 
4 
( 19 I 
0) 
8 
( 19 I 
1 ) 
2 
(4,9 
) 
11 
( 11 I 
7) 
·. ······· 25 •.• (12; . 
4.) 
6 
(28, 
6) 
1 4 
(33, 
3) 
4 
(9,8 
) 
15 
( 16 t 
0) 
~I 0 - .. . ......... . 
63 I tOB..... · .. 30 •...... · 160 •· j40< 
t3f, >: f53,)····· (14{ ···························(·······769) .•.•.. '.·.••·.········· {1~/ 
.·· 3) 7.) > ..•. 9F • . 9T 
3 
( 14 I 
3) 
9 
( 21 t 
4) 
5 
( 12 I 
2) 
19 
(20, 
2) 
508 
1 4 
(66, 
7) 
24 
( 57 t 
1 ) 
28 
(68, 
3) 
55 
(58, 
5) 
4 
( 19 t 
0) 
9 
( 21 t 
4) 
8 
( 1 9 I 
5) 
20 
(21, 
3) 
19 
(90, 
5) 
35 
(83, 
3) 
37 
(90, 
2) 
81 
(86, 
2) 
2 
(9,5 
) 
7 
( 16, 
7) 
4 
(9,8 
) 
12 
( 12 t 
8) 
4.4 
Building communications 
between all the role-
players (e.g. staff, 
pupils, parents) 
involved in the 
following areas of 
school management: 
4. 4. 1 
Staff affairs 
4.4.2 
Pupil affairs 
4.4.3 
Curriculum matters 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
37 
(18; 
4) 
4 
( 19 f 
0) 
3 
( 7, 1 
) 
3 
( 7, 3 
) 
6 
(6,4 
) 
3 
( 1 4, 
3) 
1 
(2,4 
) 
1 
(2,4 
) 
3 
(3,2 
) 
4 
( 19 f 
0) 
5 
( 11 , 
9) 
509 
124 (60, 
7} 
11 
(52, 
3) 
23 
(54, 
8) 
20 
(48, 
8) 
48 
( 51 f 
1 ) 
11 
(52, 
4) 
24 
(57, 
1 ) 
24 
(58, 
5) 
53 
(56, 
4) 
10 
(47, 
6) 
16 
(38, 
1 ) 
6 
(28, 
6) 
16 
(38, 
1 ) 
18 
(43, 
9) 
40 
(42, 
6) 
... 
20 
(95, 
2) 
40 
(95, 
2) 
39 
(95, 
1 ) 
93 
(98, 
9) 
·a1... t94 (40/ ... (9.6/ 
3l .SJ .. 
7 
(33, 
3) 
17 
(40, 
5) 
16 
(39, 
0) 
38 
(40, 
4) 
79 
.· (39, 
3F 
7 
(33, 
3) 
21 
(50, 
0) 
21 
( 100 
) 
42 
( 1 00 
) 
40 
(97, 
6) 
92 
(97, 
9) 
19 
(90, 
5) 
39 
(92, 
9) 
1 
(4,8 
) 
1 
(2,4 
) 
2 
(4,9 
) 
1 
( 1 , 1 
) 
0 
(0,0 
) 
0 
(0,0 
) 
1 
(2,4 
) 
2 
( 2, 1 
) 
2 
(9,5 
) 
3 
(7,1 
) 
AS 4 16 21 41 0 
41 (9,8 (39, ( 51 ' ( 100 (0,0 
) 0) 2) ) ) 
AP 1 3 30 51 88 5 
94 ( 1 3' ( 31 ' (54, (93, (5,3 
8) 9) 3) 6) ) 
28 72 101 11. 
(J3, (35, (501 (515 
9) 8) 3) ) 
4.4.4 ES 2 1 0 9 20 1 
Teaching matters 21 (9,5 (47, (42, (95, (4,8 
) 6) 9) 2) ) 
EP 3 15 24 41 1 
42 ( 7' 1 (35, (57, (97, (2,4 
) 7) 1 ) 6) ) 
AS 1 20 20 41 0 
41 (2,4 (48, (48, ( 100 (0,0 
) 8) 8) ) ) 
AP 
94 
4.4.5 ES 9 11 1 14 6 
Physical facilities 21 (42, (52, (4,8 (66, (28, 
9) 4) ) 7) 6) 
EP 9 23 1 0 37 5 
42 ( 21 f (54, (23, (88, ( 11 f 
4) 8) 8) 1 ) 9) 
AS 6 30 5 38 3 
41 ( 1 4 f (73, ( 12 f (92, (7,3 
6) 2) 2) 7) ) 
AP 18 57 19 87 6 
94 ( 19' (60, (20, (92, (6,4 
2) 6) 2) 6) ) 
4.4.6 ES 8 12 1 12 8 
Financial affairs 21 (38, (57, (4,8 (57, (38, 
1 ) 1 ) ) 1 ) 1 ) 
EP 15 22 5 29 13 
42 (35, (52, ( 11 f (69, ( 31 f 
7) 4) 9) 1 ) 0) 
AS 9 29 3 36 5 
41 (22, (70, ( 7 f 3 (87, ( 12 f 
0) 7) ) 8) 2) 
510 
AP 28 51 15 79 14 
94 (29, (54, ( 16, (84, ( 14, 
8) 3) 0) 0) 9) 
62 
( 3(), 
9) 
4.4.7 ES 4 13 4 18 3 
Relations with other 21 ( 19 t ( 61 , ( 19, (85, ( 1 4 t 
role-players 0) 9) 0) 7) 3) 
EP 4 25 13 39 3 
42 (9,5 (59, (31, (92, ( 7 / 1 
) 5) 0) 9) ) 
AS 5 29 7 35 6 
41 ( 12 I (70, ( 1 7 / (85, ( 14 / 
2) 7) 1 ) 4) 6) 
AP 1 7 57 20 86 6 
94 ( 18 / (60, (21, ( 91 / (6,4 
1 ) 6) 3) 5) ) 
31 126 44 180 18 
( 15 t (62, (21, (89, (9,0 
4) 7) 9) 6) ) 
5 INVOLVEMENT OF TEACHERS IN SCHOOL MANAGEMENT: CONTROL 
In Table 5 below the following codes are used: 
A: The extent to which teachers are involved 
some or other form of control in each 
mentioned. 
in exercising 
of the areas 
B: Whether teachers should be involved in exercising some or 
other form of control in these areas or not. 
Scale used in A: 
0: Not involved at all 
1: Involved together with others (e.g. staff, parents, etc.) 
2: Involved together with other teachers only 
Abbreviations used: 
Y: YES, teachers should be involved. 
N: NO, teachers should NOT be involved. 
ES: English-medium secondary school 
EP: English-medium primary school 
511 
AS: Afrikaans-medium secondary school 
AP: Afrikaans-medium primary school 
Table 5 Involvement of teachers in school management: control 
(Question 5) 
I N = 201 I 
FUNCTION OF CONTROL A I B I 
I I 0 I 1 I 2 ,, y N 
~ 
Ensuring that 
instructions issued to 
people involved in the 
following areas of 
school management are 
carried out: 
~ ES 4 8 9 17 4 
Staff affairs 21 ( 19 I (38, (42, ( 81 , ( 19 t 
0) 1 ) 9) 0) 0) 
EP 6 9 27 37 5 
42 ( 1 4, ( 21 , (64, (88, ( 11 t 
3) 4) 3) 1) 9) 
AS 7 11 23 35 6 
41 ( 17 I ( 26, ( 56, (85, ( 1 4 t 
1 ) 8) 1 ) 4) 6) 
AP 11 24 59 84 8 
94 ( 11 t (25, (62, (89, (8,5 
7) 5) 8) 4) ) [\); .... ( > < < ... · ..... · . . ·•. 
C· ., •• tT. I 31 52 118 174 24 ·. 
Fi ... ~ .. ···•·•••••••••••••••••••·· I ( 15' (25, (58, (86, (fl, .· I > .. /•·.· .. ·.· ( . 4) 9) 7) 6) 9) 
~ ES 1 1 0 1 0 19 2 
Pupil affairs 21 (4,8 (47, (47, (90, (9,5 
) 6) 6) 5) ) 
EP 3 14 25 41 1 
42 ( 7 t 1 (33, (59, (97, (2,4 
) 3) 5) 6) ) 
AS 1 12 28 40 1 
41 (2,4 (29, (68, (97, (2,4 
) 3) 3) 6) ) 
AP 3 32 59 92 1 
94 (3,2 (34, (62, (97, ( 1 t 1 
) 0) 8) 9) ) 
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FUNCTION OF CONTROL 
· ... 
. . ::-·· --· .· ... :<:. ·._.· . 
~ 
Curriculum matters 
>rr.··· 2~ > ./ .. >> 
/>'".~ c> 
I >···•·.·.·.• > .. ••··.··. . 
2:..1...:...1 
Teaching matters 
5. 1. 5 
Physical facilities 
I. 
I 
. 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
.. 
I. 
N = 201 
0 
..... • 
9 
(4,5 
) 
4 
( 19 t 
0) 
7 
( 1 6 t 
7) 
3 
(7,3 
) 
11 
( 11 t 
7) 
27 
( 13, 
4) 
0 
( 0' 0 
) 
4 
(9, 5 
) 
2 
(4,9 
) 
8 
(8,5 
) 
15 
(7, 
Sl 
8 
(38, 
1 ) 
12 
(28, 
6) 
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•. 
A II B 
2 I y N 
... 
. .... I··.··•··• 
····· 
·.• 
I.· . 
I 
124 ·.• 
I (61, 
68 
(33, 
8) 7) 
7 10 
(33, (47, 
3) 6) 
12 23 
(28, (54, 
6) 8) 
7 31 
( 1 7 I (75, 
1 ) 6) 
25 58 
(26, ( 61 t 
6) 7) 
••• ·.· i·• 
194 
(96, 
5) 
19 
(90, 
5) 
38 
(90, 
5) 
40 
(97, 
6) 
89 
(94, 
7) 
5 
(2,5 
) ·.· 
2 
(9,5 
) 
4 
(9,5 
) 
1 
(2,4 
) 
5 
(5,3 
) 
·.··· 
. . . .. . 1 •• 
. · 51 .••• 123 k 181 13 
(6,5 . 
) 
(2!)1 (61, .. (93, 
4) 2) ·• Ol .. 
9 12 
(42, (57, 
9) 1 ) 
10 28 
(23, (66, 
8) 7) 
9 30 
(22, (73, 
0) 2) 
24 62 
(25, (66, 
5) 0) 
20 
(95, 
2) 
39 
(92, 
9) 
40 
(97, 
6) 
1 
(4,8 
) 
3 
( 7 / 1 
) 
1 
(2,4 
) 
89 5 
(94, (5,3 
7) ) 
··. 
.·· 52•··• · .. ·134< / 'l~o <)· ·r() < 
(25 (66 \ l9J (S . 
·· .. 9l .... •·• ... ,.. i t .. ~l fi,f 
11 2 15 5 
( 71 t (23, 
4) 8) 
(52, (9,5 
4) ) 
21 9 33 8 
( 50 / ( 21 , (78, ( 19 / 
0) 4) 6) 1 ) 
N = 201 
FUNCTION OF CONTROL A 
0 
AS 6 23 
41 ( 1 4, ( 56, 
6) 1 ) 
AP 19 51 
94 (20, (54, 
2) 3) 
5. 1. 6 ES 1 0 9 
Financial affairs 21 ( 47 I ( 42 I 
6) 8 ) 
EP 1 5 1 8 
42 ( 35 I ( 42 I 
7 ) 9 ) 
AS 1 0 23 
41 ( 24, ( 56, 
4 ) 1 ) 
AP 24 52 
94 (25 I ( 55, 
5 ) 3 ) 
61 io3 2 
l30 {s1 ... · 
,4) ~2l> 
5. 1. 7 ES 3 13 
Relations with other 21 ( 14 f ( 61 , 
role-players 3) 9) 
EP 7 22 
42 ( 16 I (52, 
7) 4) 
AS 5 25 
41 ( 12, ( 61 I 
2) 0) 
AP 15 60 
94 ( 16 I (63, 
0) 8) 
31 
.·(15 
·•> 
514 
.. 
2 
12 
(29, 
3) 
24 
(25, 
5) 
2 
(9 I 5 
) 
9 
( 21 I 
4 ) 
8 
( 1 9, 
5 ) 
1 8 
( 1 9 I 
2 ) 
.·• 3j<> 
<(lf;l) 
. •••< 
5 
(23, 
8) 
13 
( 31, 
0) 
11 
(26, 
8) 
19 
(20, 
2) 
II B 
I y N 
36 5 
(87, ( 12, 
8) 2) 
79 14 
(84, ( 14, 
0) 9) 
11 9 
(52, (42, 
4) 9) 
29 12 
(69, (28, 
1 ) 6) 
31 10 
(75, (24, 
6) 4) 
76 18 
(80, ( 19 f 
9) 2) 
<'((a ·.··so 
>.>(13 .•••••• (24 
······•>•..- g·)········· ····••.<i,.>·•······ 
19 2 
(90, (9,5 
5) ) 
38 4 
(90, (9,5 
5) ) 
33 8 
(80, ( 19 I 
5) 5) 
82 11 
(87, ( 11 f 
2) 7) 
. ··.·.·. ··.·.·. 
>~l; >Iii ;;~\1 
FUNCTION OF CONTROL 
5.2 
Observing and measuring 
the activities of 
persons involved in the 
following areas of 
school management: 
5. 2. 1 
Staff affairs 
5.2.2 
Pupil affairs 
5.2.3 
Curriculum matters 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
N = 201 
0 
5 
(23, 
8) 
9 
( 21 I 
4) 
7 
( 17 I 
1 ) 
20 
( 21 I 
3) 
2 
(9,5 
) 
4 
(9,5 
) 
2 
(4,9 
) 
6 
(6,4 
) 
5 
(23, 
8) 
515 
A 
6 
(28, 
6) 
8 
( 19 I 
1 ) 
12 
(29, 
3) 
23 
(24, 
5) 
8 
(38, 
1 ) 
1 4 
(33, 
3) 
15 
(36, 
6) 
33 
(35, 
1 ) 
6 
( 28, 
6) 
2 
1 0 
(47, 
6) 
25 
(59, 
5) 
22 
(53, 
7) 
51 
(54, 
3) 
11 
(52, 
4) 
24 
( 57 I 
1 ) 
24 
(58, 
5) 
55 
(58, 
5) 
10 
(47, 
6) 
II 
I y 
16 
( 76 I 
2) 
33 
(78, 
6) 
34 
(82, 
9) 
79 
(84, 
0) 
18 
(85, 
7) 
39 
(92, 
9) 
39 
(95, 
1 ) 
91 
( 96 I 
8) 
17 
( 81 I 
0) 
B 
N 
5 
(23, 
8) 
9 
( 21 I 
4) 
7 
( 17 I 
1 ) 
15 
( 16, 
0) 
3 
( 14 I 
3) 
3 
( 7 I 1 
) 
2 
(4,9 
) 
2 
( 2 I 1 
) 
4 
( 19 f 
0) 
FUNCTION OF CONTROL 
5.2.4 
Teaching matters 
5.2.5 
Physical facilities 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
N = 201 
0 
8 
( 19 / 
1 ) 
6 
( 1 4, 
6) 
18 
( 19 / 
2) 
1 
(4,8 
) 
3 
( 7 I 1 
) 
3 
( 7, 3 
) 
8 
(8,5 
) 
7 
(33, 
3) 
14 
(33, 
3) 
8 
( 19 I 
5) 
21 
(22, 
3) 
516 
A 
9 
( 21, 
4) 
7 
( 17 / 
1 ) 
28 
(29, 
8) 
7 
(33, 
3) 
10 
(23, 
8) 
9 
(22, 
0) 
32 
(34, 
0) 
9 
(42, 
9) 
20 
(47, 
6) 
20 
(48, 
8) 
55 
(58, 
5) 
II B 
2 I y N 
25 
(59, 
5) 
28 
(68, 
3) 
48 
(51, 
1 ) 
39 
(92, 
9) 
36 
(87, 
8) 
87 
(92, 
6) 
3 
( 7 I 1 
) 
5 
( 12, 
2) 
6 
(6,4 
) 
.112>·•·• > <~a1•·•··•••• .·. · 1a>·· 
< ... ·.·.•.75······.5) ,< 190r · (9~0 
········1J····· .·.· J. 
13 
( 61 t 
9) 
29 
(69, 
1 ) 
29 
(70, 
3) 
54 
(57, 
5) 
19 
(90, 
5) 
39 
(92, 
9) 
37 
(90 I 
2) 
91 
(96, 
8) 
.·. >>>.··> 
>J26 > lBa 
. (6~/ <(93/ 
·· ..,;r··· ···· · .sr··· 
5 
(23, 
8) 
8 
( 19 I 
1 ) 
13 
( 31 , 
7) 
18 
( 19 / 
2) 
14 
(66, 
7) 
30 
( 71 t 
4) 
37 
(90, 
2) 
77 
( 81 / 
9) 
2 
(9,5 
) 
3 
( 7 I 1 
) 
4 
(9,8 
) 
3 
(3,2 
) 
6 
(28, 
6) 
12 
(28, 
6) 
4 
(9,8 
) 
1 6 
( 1 7 / 
0) 
FUNCTION OF CONTROL 
:/~{:<· ·.:{: ··: >>: .. >.::··: :::.: :.:::. ... 
'l'qfall>·· 
5.2.6 
financial affairs 
i</ ·······•·······•·•• 
I< fJ~~j<. .. · ... ··· < > 
5.2.7 
Relations with other 
role-players 
5.3 
Evaluating the 
activities of persons 
involved in the 
following areas of 
school management: 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
······· 
.. • 
ES 
21 
EP 
42 
AS 
41 
AP 
94 
·.· 
N = 201 
9 
(42, 
9) 
18 
(42, 
9) 
10 
(24, 
4) 
33 
(35, 
1 ) 
71 
(35, ••• 
· ..... 3) ·• .. ·F 
3 
( 1 4' 
3) 
9 
( 21 t 
4) 
6 
( 1 4 t 
6) 
20 
( 21 ' 
3) 
39 
( 19 J 
4) 
517 
A 
9 
(42, 
9) 
17 
(40, 
5) 
22 
(53, 
7) 
49 
( 52, 
1 ) 
99 
(49, 
JJ··.····· 
11 
(52, 
4) 
20 
(47, 
6) 
23 
(56, 
1 ) 
52 
(55, 
3) 
108 
(53, 
7) 
·. 
••• 
I 
3 
( 1 4' 
3) 
7 
( 1 6' 
7) 
9 
(22, 
0) 
12 
( 12' 
8) 
31 
II 
.· 
•..•• I 
Jl$1. 
.. • .. 4r 
7 
(33, 
3) 
13 
( 31 ' 
0) 
12 
(29, 
3) 
22 
(23, 
4) 
54 
(26, 
9) 
B 
11 9 
(52, (42, 
4) 9) 
25 17 
(59, (40, 
5) 5) 
35 6 
(85, ( 14' 
4) 6) 
70 23 
(74, (24, 
5) 5) 
I/ 
••143•••· I 
.· .ss ... 
. ....... ';tl'·' ·. (27, .. 4)> 
19 2 
(90, (9,5 
5) ) 
33 9 
(78, ( 21 ' 
6) 4) 
34 7 
(82, ( 1 7 t 
9) 1 ) 
80 12 
(85, ( 12, 
1 ) 8) 
168 30 
(83, ( 14, 
6) 9) 
I N = 201 I 
I FUNCTION OF CONTROL I A II B I 
I I 0 I 1 I 2 I y N 
5. 3. 1 ES 7 5 9 16 4 
Staff affairs 21 (33, (23, (42, (76, ( 19 I 
3) 8) 9) 2) 0) 
EP 1 0 7 25 33 9 
42 (23, ( 1 6, (59, (78, ( 21 , 
8) 7) 5) 6) 4) 
AS 8 1 0 23 33 8 
41 ( 19 / (24' (56, (80, ( 19' 
5) 4) 1 ) 5) 5) 
AP 23 24 47 79 14 
94 (24, (25, (50, (84, ( 14, 
5) 5) 0) 0) 9) 
< .~~;1,> ..... ·.· .· • 1·: .>·· :: 
....... : .. ·~ ••• --.-.-••••••.•.... •• •. 49 > (~g,•. 104/ :• 163··· . .. 35•: .. I 
.··:····· 
(24, .:· .. ·tsrr· .· (8J,·.·. ..f17/. 
I > : ..•• •·•·I·· 
.. 
.. < 
. 4) :/ 9J . 71 . tl< > Ar··· . ... . .. .. 
..·.· 
5.3.2 ES 3 5 13 18 3 
Pupil affairs 21 ( 1 4' (23, ( 61 / (85, ( 1 4 / 
3) 8) 9) 7) 3) 
EP 5 12 25 38 4 
42 ( 11 ' (28, (59, (90, (9,5 
9) 6) 5) 5) ) 
AS 2 1 4 25 40 1 
41 (4,9 (34, ( 61 ) (978 (2,4 
) 2) '6) ) 
AP 8 31 55 90 3 
94 (8, 5 (33, (58, (95, (3,2 
) 0) 5) 7) ) 
i'C">taf /····•·> 
.. 
19 63 I· 119 188 i .· )1.\< 
•••••••••••••••••••••••••••••••••••••••••••••••••• 
(.9, 5 > C3t, (59{···· ·.·. lQ31 .... I·•. 
••· lf1';B \< 
31······ 
·!··· . 21 . \~):. 
·.··· ······· }. 
.. · .......... / . 
· ..... I< .••······) .•.•. •···· . 
· ... .. .. · ·.· · . 
5.3.3 ES 6 6 9 15 6 
Curriculum matters 21 (28, (28, (42, (71, (28, 
6) 6) 9) 4) 6) 
EP 9 7 26 38 4 
42 ( 21 I ( 1 6 / ( 61 , (90, (9,5 
4) 7) 9) 5) ) 
AS 5 8 28 38 3 
41 ( 12 I ( 19 / (68, (92, (7,3 
2) 5) 3) 7) ) 
518 
I N = 201 I 
I FUNCTION OF CONTROL I A II B I 
I I 0 I 1 I 2 I y N 
AP 17 20 57 84 8 
94 ( 18, ( 21 , (60, (89, (8,5 
1 ) 3) 6) 4) ) 
l/··· . . 
. >················· < 
1 ·····•··· ·.· ... I · ... .. 
•.• i ~~t~,:: ·············:······· .. . .. to)~.L •.• •.·•· /•••• !...::• ·.•·. •· < 39 •·•·• •·:.4:1 ········• :121.·····.···· ············(~7.,~ ? >\ .·.· 
••••••••••••••••••••••••••••••••••••••••••••••••••••••••••• 
·.. ./ 1L<<!~¥< (~(lp( . (JiOL •••• 
•.••1·). .· . <<< ·-4}·· . :,Zl < §L 
5.3.4 ES 4 5 12 17 4 
Teaching matters 21 ( 19 / (23, (57, ( 81 , ( 19 / 
0) 8) 1 ) 0) 0) 
EP 5 7 30 37 5 
42 ( 11 / ( 16, ( 71 , (88, ( 11 / 
9) 7) 3) 1 ) 9) 
AS 2 12 27 39 2 
41 (4,9 (29, (65, (95, (4,9 
) 3) 9) 1 ) ) 
AP 8 24 62 90 3 
94 (8,5 (25, (66, (95, (3,2 
) 5) 0) 7) ) 
... 
.·• 
·· Total. 20 49 132 185 14 
{ 10 I (24, (65, (92, (7,0 
•····· · . 
...... . ·.. • .
.. ·.· .. 
0) 4) 7) 0) ) 
5.3.5 ES 8 1 0 3 12 9 
Physical facilities 21 (38, (47, ( 1 4 / (57, (42, 
1 ) 6) 3) 1 ) 9) 
EP 13 20 9 31 11 
42 ( 31 , (47, ( 21 , (73, ( 26 I 
0) 6) 4) 8) 2) 
AS 8 20 13 38 3 
41 ( 19 / (48, ( 31 / (92, (7,3 
5) 8) 7) 7) ) 
AP 30 48 16 76 16 
94 ( 31 , ( 51 / ( 1 7 / (80, ( 1 7 / 
9) 1 ) 0) 9) 0) 
. .,.. ......................... 
·.· •. I•••:· 
............ .._ ... 
. 60 100 .. 41 l~9 39 ·• ··············~·o~S.L················ ········• .· ... :.:::····•·······: (29, (49, (20, (79, f.19, . . · 9) 8) 4) 1 ) 4) .· . 
5.3.6 ES 9 10 2 10 10 
Financial affairs 21 ( 42, ( 4 7, (9,5 (47, (47, 
9) 6) ) 6) 6) 
519 
I N = 201 I 
I FUNCTION OF CONTROL I A II B I 
I I 0 I 1 I 2 I y N 
EP 22 15 5 23 19 
42 (52, (35, ( 11 ' (54, (45, 
4) 7) 9) 8) 2) 
AS 13 19 9 34 7 
41 ( 31 ' (46, (22, (82, ( 17' 
7) 3) 0) 9) 1 ) 
AP 38 44 12 69 24 
94 (40, (46, ( 1 2' (73, (25, 
4) 8) 8) 4) 5) 
? - >·················· .... ··.·• 
·.· [ >~~ 83 90 28 138 60 (41, (44;. ( 13' (68, (29, 
I>?./.·.·.····.· .. 3) 8) 9) 7) 9) 
5.3.7 ES 4 1 3 4 17 4 
Relations with other 21 ( 19 t ( 61, ( 19 t ( 81 t ( 19' 
role-players 0) 9) 0) 0) 0) 
EP 8 19 15 32 10 
42 ( 19 t (45, (35, (76, (23, 
1 ) 2) 7) 2) 8) 
AS 8 18 15 33 7 
41 ( 19 t (43, (36, (80, ( 17' 
5) 9) 6) 5) 1 ) 
AP 21 47 26 82 10 
94 (22, (50, (27, (87, ( 10' 
3) 0) 7) 2) 6) II ··•·>> .. < <· .. ·. .. .. ... ·• ..... · .. · . .. . ..)L.·"';:11•••••·•••··· I 42 99 6Cf ··.• ········166< 31······· ~- <····•< ,. (20, (4~h (29., I\ (82, <.I ···(15/ ..••.. 
. / ........ •· 9) 3) 9F .·· I 6l 41 .•..•...... . . . ·.· .· .. ·I• .. 
5.4 
Initiating corrective 
actions to be taken by 
persons involved in the 
following areas of 
school management: 
ES 8 6 7 13 8 
5. 4. 1 21 (38, (28, (33, ( 61 ' (38, 
Staff affairs 1 ) 6) 3) 9) 1 ) 
EP 13 7 22 31 11 
42 ( 31 ' ( 16' (52, (73, ( 26' 
0) 7) 4) 8) 2) 
520 
I N = 201 I 
I FUNCTION OF CONTROL I A II B I 
I I 0 I 1 I 2 I y N 
AS 9 12 20 34 7 
41 (22, (29, (48, (82, ( 17 f 
0) 3) 8) 9) 1 ) 
AP 23 21 50 81 12 
94 (24, (22, (53, ( 86, ( 12 f 
5) 3) 2) 2) 8) 
/,/: ... \.>• .; ; .. ·• • .. ·. :·····. ·• .... ·• 
. I rv ·~l>. .. ... 54 · . 47 100 .161 I· 38 
.. .. ········ 
.... (26, (~3, (49,. (80, (18) 
.. ·. > .... ·········· 
. 
> ... > 9) .. 4) 8J ... 1.J / •.. 91 • . 
5.4.2 ES 1 8 12 20 1 Pupil affairs 21 (4,8 (38, (57, (95, (4,8 
) 1 ) 1 ) 2) ) 
EP 6 12 24 39 2 
42 ( 1 4 f (28, (57, (92, (4,8 
3) 6) 1 ) 9) ) 
AS 2 1 4 25 39 2 
41 (4,9 (34, ( 61 f (95, (4,9 
) 2) 0) 1 ) ) 
AP 12 30 52 89 3 
94 ( 12 f ( 31, (55, (94, (3,3 
8) 9) 3) 7) ) 
·············Total········ 
22 64 115 189 8 
> ••·•·•·• ············ 
( 11 f (31, (57, (941 (4i0 
.... 
. 
0) 8) 2) 0) ) 
5.4.3 ES 4 6 11 19 2 Curriculum matters 21 ( 19 f (28, ( 52, (90, (9,5 
0) 6) 4) 5) ) 
EP 12 8 22 37 4 
42 (28, ( 19 f (52, (88, (9,5 
6) 1 ) 4) 1 ) ) 
AS 5 8 28 39 2 
41 ( 12 f ( 19 f (68, (95, (4,9 
2) 5) 3) 1 ) ) 
AP 20 23 51 82 11 
94 ( 21 , (24, (54, (87, ( 11 I 
3) 5) 3) 2) 7) 
I te~~ I ;!! ... · .. ··. . :· 43 .... ;·I 1 •.•··· ·.· ·.·.·· ..... · ··•:< .·. ··•<·· ~ .· .. 45 .• t13··· ···:·: t78 •. ,r ri!f~r / .... (21;·' 
···{221····1< (56,.· .. · < (88~ •·I< . 
// ./' . //. ····· . 
4) .... 41 .·.· 2J .. / 6) 
· 1>c ····· 
521 
N = 201 
I FUNCTION OF CONTROL I A II B I 
I I 0 I 1 I 2 I y N 
5.4.4 ES 1 6 14 20 1 
Teaching matters 21 (4,8 (28, (66, (95, (4,8 
) 6) 7) 2) ) 
EP 7 11 24 38 3 
42 ( 1 6 I ( 26, (57, (90, ( 7 I 1 
7) 2) 1 ) 5) ) 
AS 2 1 0 29 40 1 
41 (4,9 (24, (70, (97, (2,4 
) 4) 7) 6) ) 
AP 10 24 60 88 4 
94 ( 1 0 I (25, (63, (93, (4,3 
6) 5) 8) 6) ) 
f;,~J~~iC .··. .. · . .... .. . /Aaa/ 1 •·· · 1 .. 21 52 128 .. 9•· . ( 1 O, (25, .... (63, ·(931. (4,5.• 
5) 9) 7) 5) ) 
5.4.5 ES 9 1 0 2 12 9 
Physical facilities 21 ( 42, (47, (9, 5 (57, (42, 
9) 6) ) 1 ) 9) 
EP 11 22 9 34 7 
42 (26, (52, ( 21 I ( 81 I ( 1 6 I 
2) 4) 4) 0) 7) 
AS 8 23 1 0 36 5 
41 ( 19 I (56, (24, (87, ( 12 I 
5) 1 ) 4) 8) 2) 
AP 22 53 19 77 15 
94 (23, (56, (20, ( 81 I ( 1 6 I 
4) 4) 2) 9) 0) 
'iiij<··x? •••• ... . ... ·.· ... · ) .·•.· ti it~!) 51 .. ft() ••··. .. ~er•.• .· ...... J6f 11].< .•..... ·.··· •· '·· !• ................. •· .. (25, (!)4,······ (19,··· /(80; 
.. . ........ 
•···.·.·. ·• < }> . 4) ·····•·. <1) •· 9) l) .•••.• ... ..... . < ·•·. .·.< ........... ·.· 
5.4.6 ES 11 8 2 10 10 
Financial affairs 21 (52, (38, (9,5 (47, (47, 
4) 1 ) ) 6) 6) 
EP 23 14 5 23 19 
42 ( 54 I (33, ( 11 I (54, (54, 
8) 3) 9) 8) 2) 
AS 8 26 7 35 6 
41 ( 19 I (63, ( 17 I (85, ( 1 4 I 
5) 4) 1 ) 4) 6) 
522 
N = 201 
FUNCTION OF CONTROL A B 
0 2 y N 
•'AP 34 48 12 66 27 
94 (36, ( 51 f ( 12 t (70, (28, 
2) 1 ) 8) 2) 7) 
. -..... ····.·.·.·.· . 
. --· ·· .. :·::.···:.:····· 
•... ·.·.···•.98 
··• <r:~x····• ·········(·~·~··,········· .·.91. / 
5.4.7 ES 5 11 5 16 4 
Relations with other 21 (23, (52, (23, (76, (19, 
role-players 8) 4) 8) 2) 0) 
EP 1 0 21 1 1 33 9 
42 (23, (50, (26, (78, (21, 
8) 0) 2) 6) 4) 
AS 8 24 9 34 7 
41 ( 19 t (58, (22, ( 82 t ( 1 7 t 
5) 5) 0) 9) 1 ) 
AP 23 47 24 77 14 
94 (24, (50, (25, (81, (14, 
5) 0) 5) 9) 9) 
6 AGREEMENT OR OTHERWISE WITH GIVEN STATEMENTS 
Each statement was rated according to the following scale: 
1 = Agree totally 
6 = Disagree totally 
Table 6 Agreement or otherwise with given statements (Question 
6) 
N = 201 
Figures in brackets are percentages of n 
n 1 I 2 I 3 I 4 I 5 I 6 
523 
6. 1 ES 12 6 1 0 0 1 
The principal is the 21 (57, (28, (4,8 (0,0 (0, (4,8 
chief executive 1 ) 6) ) ) 0) ) 
officer of the 
school, that is, it EP 22 10 2 1 3 4 
is his responsibility 42 (52, (23, (4,8 (2,4 (7, (9,5 (a) to see that the 4) 8) ) ) 1 ) ) 
decisions made by the 
governing body are AS 19 13 3 0 4 0 
carried out, and (b) 41 (46, ( 31 ' (7,3 (0,0 ( 9' (0,0 to report on progress 3) 7) ( ) 8) ) 
to the governing 
body. AP 59 21 5 3 3 1 
94 (62, (22, ( 5, 3 (3,2 (3, ( 1 I 1 
8) 3) ) ) 2) ) 
.· 
. 
' 
.TQ 113 51 11 4 10 .... 6. 
t:. 156, ··c25y· {5/5 .•• J2{0 (5, .-::: 1s;o·· 
' .·. >2) ..• 4J J /) •. / 0) ·1· .•.•• [·.· 
6.2 ES 1 3 4 1 1 10 
The staff, including 21 (4,8 ( 14' ( 19' (4,8 (4, (47, 
the principal, are ) 3) 0) ) 8) 6) 
the employees of the 
governing body. EP 4 2 2 4 8 22 
42 (9,5 (4,8 (4,8 (9,5 ( 19 (52, 
) ) ) ) t 1 ) 4) 
AS 1 2 3 3 14 18 
41 (2, 4 (4,9 (7,3 (7,3 (34 (43, 
) ) ) ) '2) 9) 
AP 5 5 8 2 19 54 
94 ( 5, 3 (5,3 (8,5 ( 2' 1 (20 (57, 
) ) ) ) ' 1 ) 5) 
. 
To 11 12 17 10 43 105 
t. (5,5 (6,0 (8,5 (5,0 (21 (52, 
) ) ) ) ,4) 2) 
6.3 ES 7 3 2 3 2 3 
The principal has a 21 (33, ( 14 I (9,5 ( 14' (9, ( 1 4' 
dual responsibility: 3) 3) ) 3) 5) 3) 
to the governing body 
and to the TED. EP 9 5 11 5 8 3 
42 ( 21 ' ( 11 t ( 26, ( 11 ' ( 19 ( 7 t 1 
4) 9) 2) 9) t 1 ) ) 
AS 10 6 10 7 5 3 
41 (24, ( 14' (24, ( 1 7 t ( 12 (7,3 
4) 6) 4) 1 ) I 2) ) 
AP 28 26 1 3 7 9 10 
94 (29, (27, ( 1 3' (7,5 (9, ( 1 0' 
8) 7) 8) ) 6) 6) 
··.· 
. ./I< . >}9< To 54 41 37 22 I 24. 
t. (26, (20, c1a, I• (JF, · .... (j1···· (9>'5 . ..... 
9) 4) 41 or I ... ·.· ;9r 
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6.4 ..,. C' i:; 1 < ? 7 ? 
The functions and 21 (23, (4~8 ( 14 f (9,5 (33 ( 95 5) 
duties for which the EP ~~ 35) ~ ~) 
principal is 42 (23, ( 14 f ( 11 f ( 21 f t 14 ( 11 f 
responsible to the 8) 3) 9) 4) f 3) 9) 
governing body and to 
the TED respectively AS 1 1 8 8 6 5 3 
have been clearly 41 (26, ( 19 f ( 19 f ( 1 4 f ( 12 (7,3 
stipulated. 8) 5) 5) 6) f 2) ) 
AP 17 23 16 12 16 10 
94 ( 18 f (24, ( 1 7 I ( 12, ( 17 ( 1 0 / 
1 ) 5) 0) 8) I 0) 6) 
1
••••••••·····£j····· 
r. :·" 
.. ....... · 
. ·.·.·.··.· ... 
···1> ~1~;: .. : .·.·.··· :.:..:.·;. .. ;·. 43 • >3a< / 32 .· 35/ :21 / > l~l· >.··ciai/ : (}$~ \(1.7 > : :nor 
·•::. < . 4) 9) ·····•: .. 9J ·. > .. ·.· . /1). SJ· :::::::::.:.:::.::. .... .::.. 
6.5 ES 2 4 5 5 1 3 
The governing body is 21 (9,5 ( 19 I (23, (23, ( 4, ( 14, 
the "board of ) 0) 8) 8) 8) 3) 
directors' of the 
school, i.e. its EP 5 7 2 3 11 12 
function is to 42 ( 11 I ( 1 6, (4,8 ( 7 f 1 (26 (28, 
formulate the aims 9) 7) ) ) I 2) 6) 
and policy of the 
school and to take AS 5 6 8 9 7 6 decisions regarding 41 ( 12 f ( 1 4 f ( 19 f (22, ( 17 ( 1 4 / their execution. 2) 6) 5) 0) f 1 ) 6) Members of the 
governing body are AP 1 6 1 3 12 1 3 22 18 not responsible for 
carrying out these 94 ( 1 7 I ( 1 3 I ( 12 I ( 1 3 f (23 ( 19 f 
decisions. 0) 8) 8) 8) I 4) 2) 
·:· ·. 
To 28 30 27 :u 42 .. ·· 39 ·. 
t. ( 13, .· (J4, Cl3, .·11s, (2()· I 09i< 
' 
·.· 
. 9) 91········· 4}.· I/ >O<< < ,9}· 
··•·· 41 
... 
6.6 ES 3 5 3 4 4 2 
All the role-players 21 ( 1 4 I (23, ( 1 4 I ( 19 / ( 19 (9,5 
in the school (i.e. 3) 8) 3) 0) I 0) ) 
parents, staff, 
pupils) should be EP 12 8 3 8 4 7 
involved in the 42 (28, ( 19 I ( 7 / 1 ( 19 / ( 9 I ( 16, 
management of the 6) 1 ) ) 1 ) 5) 7) 
school. 
AS 12 13 4 5 5 2 
41 (29, ( 31 f (9,8 ( 1 2 / ( 12 (4,9 
3) 7) ) 2) f 2) ) 
AP 33 21 1 4 5 8 13 
94 (35, (22, ( 1 4 f (5,3 ( 8, ( 1 3 f 
1 ) 3) 9) ) 5) 8) 
To 60 49 24 22 21 24 
t. (29, (24, ( 11 I ( 11 I ( 10 ( 11 I 
9) 4) 9) 0) ,5) 9) 
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6.7 
"'" 
7 <; 4 
The management of 21 (33, (23, ( 19 I 
this school is well- EP l~ ~~ {ft) 
geared to take the 42 (45, (28, (9,5 
school successfully 2) 6) ) 
into a new, non-
discriminatory AS 10 13 9 
education system. 41 (24, ( 31 I (22, 
45 7) 0) 
AP 31 24 10 
94 (33, (25, ( 1 0 I 
0) 5) 6) 
·. 
7 MANAGEMENT STYLE 
Table 7 Management styles (Question 7) 
N = 201 
Description of Management 
management style style practised 
at school 
Number % 
1 . All major decisions 8 4,0 
in the school are made 
by the principal on his 
own. 
2. All major decisions 47 23,4 
in the school are made 
by the governing body 
(which includes the 
principal) on its own. 
3. All major decisions 21 10,5 
in the school are made 
by the principal after 
consulting others. 
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? 
(9,5 
~ ( 7 I 1 
) 
2 
(4,9 
) 
9 
(9,6 
) 
~ 
( 14 
I 3) (7, 
1 ) 
6 
( 14 
I 6) 
8 
( 8 I 
5) 
(I 
(0,0) 
1 
(2,4 
) 
1 
(2,4 
) 
11 
( 11 I 
7) 
Management 
style which 
principal would 
like to see 
practised at 
school 
Number % 
7 3,5 
7 3,5 
10 5,0 
N = 201 
Description of Management Management 
management style style practised style which 
at school principal would 
like to see 
practised at 
school 
Number % Number % 
4. All major decisions 9 4,5 9 4,5 
in the school are made 
by the governing body 
after consulting others. 
5. All major decisions 77 38,3 90 44,8 
in the school are made 
by the principal 
together with others. 
6. All major decisions 14 7,0 37 18,4 
in the school are made 
by the governing body 
together with others. 
7. None of the above 4 2,0 9 4,5 
8. No response 21 1 0' 5 32 15,9 
Total 201 100 201 100 
8 MAJOR MANAGEMENT PROBLEMS 
Table 8 Management problems (Question 8) 
N = 201 x 3 = 603 
Percentages in this table are calculated according to the 
number of teachers that responded, i.e. 201 
Problem Number % 
1 . Members of the governing body are 28 13,9 
too inexperienced or are unqualified 
to serve on the body 
2. Financial management of the 16 8,0 
school 
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3. The governing body interferes in 15 7,5 
matters that do not concern it 
4. Communication 14 7,0 
5. Staff or sections of staff (e,g, 14 7,0 
heads of department) are overloaded 
6. Principal too authoritarian 1 3 6,5 
7. Parents disinterested in school 1 2 6,0 
8. Interference by parents 12 6,0 
9. Collecting school fees 10 5,0 
1 0. Non-participative management 10 5,0 
style practised in school 
11 . Other problems concerning the 60 29,8 
governing body 
1 2. Other problems concerning the 1 5 7,5 
principal 
1 3. Other problems concerning the 46 22,9 
staff 
1 4. Other problems concerning 4 2,0 
parents 
1 5. Other management problems 65 32,5 
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APPENDIX I 
RESEARCH RESULTS: STD 10 PUPILS 
1 SCHOOL PREFECT 
Table 1 Respondents who are school prefects (Question 1) 
N = 370 
Number % 
IS a school prefect E 35 28,9 
A 81 32,5 
... 
Tot 
IS NOT a school prefect E 83 68,6 
A 1 65 66,3 
Tot 248 67,0 
No response 
Total 370 100 
2 STUDENTS' REPRESENTATIVE COUNCIL (SRC) 
Table 2 Respondents who attend schools that have a SRC 
(Questions 2) 
n = 370 
Number % 
School HAS a students' E 56 46,3 
representative council 
A 248 99,6 
529 
n = 370 
School DOES NOT have a students' 
representative council 
No response 
Total 
Number % 
E 62 51,2 
A 0 0,0 
E 
A 1 
Tot 
370 100 
3 MEMBER OF STUDENTS' REPRESENTATIVE COUNCIL 
Table 3 Respondents who are members of an SRC (Question 3) 
N = 370 
Numbe % 
r 
IS a member of the students' E 6 5,0 
representative council 
A 90 36,1 
.. 
... 
·'· ... ·.· ... 
Tot. •·.·96 ' 26/0.········. 
,. 
•· ·• 
IS NOT a member of the students' E 50 41 , 3 
representative council 
A 154 61 I 9 
. 
Tot. 204 55,1 
No response E 65 53,7 
A 5 2,0 
.·. Tot.< 
•· , .. . / (< 1•••··············1··~··,··~············· I< •••••••to.>·•••••••> ... ..... . ····· •... ······· < ••• Total 370 100 
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4 ATTENTION PAID TO STUDENTS' REPRESENTATIVE COUNCIL 
Table 4 Attention paid to SRC's (Question 4) 
N = 370 
Number % 
Attention IS paid to E 44 36,4 
recommendations/decisions of the 
students' representative council A 200 80,3 
.... tC>t.> 
······ /~~1) !.•••·/··········~§··~···~·············· .. .. Attention IS NOT paid to E 13 10,7 
recommendations/decisions of the 
students' representative council A 42 16' 9 
.. ·.· 
.· . 
14,9·•> Tot. 55 
.. · . 
..... 
No response E 64 52,9 
A 7 2,8 
Tot. 71 19,2 
·. 
.. .·. 
Total 370 100 
5 ATTENTION PAID TO SCHOOL PREFECTS 
Table 5 Attention paid to school prefects (Question 5) 
N = 370 
Attention IS paid to 
recommendations/decisions of the 
school prefects 
Attention IS NOT paid to 
recommendations/decisions of the 
school prefects 
531 
E 
A 
Tot. 
E 
A 
'l'ot:• 
Numbe % 
r 
96 79,3 
181 72,7 
277 74,9 
21 17,4 
46 18,5 
No response E 4 3,3 
A 22 8,4 
Total 370 100 
6 MATTERS ON WHICH PUPILS ARE CONSULTED 
Table 6 Matters on which pupils are consulted (Question 6) 
N =370 
Pupils ARE Pupils ARE NOT 
consulted consulted 
Number % Number % 
Dress E 66 54,5 52 43,0 
A 168 67,5 79 31,7 
.·. ·. 
. ..... •· .·• <: ·.•.. •. · .. : 
Tot. 234 6:fi2 1·· 
1 ••• 31·····.···········: 
I>. 35,4 
... 
.. 
·. :·· ··. ·.· :· ... . ·:···· > .: •: ·• : . 
School rules E 53 43,8 64 52,9 
A 132 53,0 115 46,2 
•· 
. l · ... · .. ····· ) 
•> 4s'.,4···· Tot. 185 50 0 ) 
.· 
.:. . : '··. 
. ·. 
·• 
. .... ·• : .. > < ............ r 
Type of sport or E 83 68,6 35 28,9 
cultural 
activity offered A 173 69,5 74 29,7 
by the school 
/ 
1 Tot. 256 69,2 109 29,5 .·. 
I·. .. 
Fields of study E 64 52,9 53 43,8 
offered by the 
school A 156 62,7 91 36,5 
I• 
Tot. 220 59,5 144 .· 38,?< 
·•·• ·. 
.. · 
·•· 
I . 
··• 
. : .,1 • : ....... :> .. ..:.• 
Subjects offered E 72 59,5 45 37,2 
by the school 
A 156 62,6 91 36,5 
. :· : ·· . .... ·· ······· .. ··.· ) . 
5·;···8·············· 
>Tot •. ·•·• 228 
I· 
.··.61!6·······:: 13~>< 
<· .... .·.··.· . ....• / ........ ·· / ·> 1> 
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Policy 
concerning sport 
and cultural 
activities 
Policy 
concerning 
academic matters 
School policy in 
general 
Discipline 
The finances of 
the school 
The facilities 
available at the 
school 
Community 
projects 
undertaken by 
the school 
1·· 
E 64 
A 154 
.. .. . . 
.... ... . 
···?'1'0£··~······.· 
. ··:. I·:. 
E 62 
A 128 
: 
·1 
.... . 
E 52 
A 148 
Tot. 200 
E 73 
A 154 
Tot.··· 
. . . . . 
E 20 
A 103 
. · .. . 
Tot~ 123 ,. 
..... · 
.·· 
•·• 
E 70 
A 161 
·.· 
Tot. 231 
· .. 
E 80 
A 157 
.. ·. · .. 
Tdt. 237 
. 
52,9 53 43,8 
61,9 91 36,5 
51 '2 55 45,4 
51 I 4 118 47,3 
·.· 
.· .•..•.•. >··. 11:r • t 51 ·3 46<a·· 1 . . I/ : :. ··' :. . ..... 
.. :: ..... 
43,0 65 53,7 
59,4 99 39,3 
54,0 164 44,3 
60,3 45 37,2 
61 I 8 93 37,3 
1 6, 5 98 81 
' 
0 
41 I 4 1 44 57, 8 
I· .. : .. )( 33,2· I· 242 65 4······· 
.. '•·.····· 
.. ·: 
57 I 8 47 38, 8 
64 I 7 86 34, 5 
. 
.· ... ·. ·.· ... 
62, 4 133 35,9 
66, 1 38 31 I 4 
63 I 0 89 35 I 7 
64,0 · ..
. ·.·.·•·• 1.:: 
7 MATTERS ON WHICH PUPILS CONSIDER THEY SHOULD BE CONSULTED 
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Table 7 Matters on which pupils consider they should be 
consulted (Question 7) 
Dress 
Rules 
Sport and cultural 
activities 
Discipline 
N 
Facilities available at 
the school 
Subjects offered 
School policy in 
general 
= 370 
E 
A 
Tot. 
. 
E 
A 
Tot. 
E 
A 
E 
A 
'l'ot. 
E 
A 
Tot. 
E 
A 
.. 
E 
A 
Tot. 
.. ·.· 
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Numbe % 
r 
48 48,6 
93 37,3 
< 
141 38 l 
. f .. 
. 
.·.···· .·• .. 
32 26,4 
103 41 I 4 
135 34,3 
39 32,2 
76 30,5 
22 18,2 
68 27,3 
90 < 24 ,;3< < 
. 
·• 
25 20,7 
58 23,3 
83 22,4 
22 1 8 I 2 
55 22,1 
27 22,3 
50 20,1 
:::· ·::.; .. · ... 
> ·~ojff > 
. . 
Finance 
Fields of study 
Community projects 
Academic policy 
Sport and cultural 
policy 
Test and examination 
timetable 
Social activities 
Hairstyles 
. 
E 32 26,4 
A 36 1 4 / 4 
· .. 
. •·••••••1•.a•;···~··••••••••••••••••• 'rot. .. 68< . /. .... / ···· .. • · ... ... •••••• 
E 20 16,5 
A 45 1 8 / 1 
•· 
. 
···· . 
1. ,.,, 6 / 
.·.Tot. 65 ·.· 
.. . ·. 
·.· 
. · .. 
.. 
. . >.· ?C'. ... .-·· 
E 18 14,9 
A 38 1 5 / 3 
Tot. 56 15,1 
E 18 14,9 
A 36 1 4 / 4 
.. 14<6 ·. Tot. 54 1. 
.···· .·•·.· / / 
E 16 13,2 
A 30 12,0 
·. 
Tot~ 46 .·. ·•· J2/4 ···• 
.... ..• .... .. ....... ·.. .. 
E 24 19,8 
A 6 2.4 
Tot. 30 8,1 
E 22 18,2 
A 2 0,8 
·. 
........ ..· .... 
Tot . .•24·.···· 6t5 
... 
. . ..... ... ... .......... ·•· .....• 
E 7 5,8 
A 16 6,4 
Tot~ 
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Choice of staff, E 5 4 I 1 
behaviour of staff and 
other staff matters A 9 3,6 
I· ·. •· 
f •••••••••••••••••• .a,a ······· Tot. I > •>> .·.•<• \ I•·• . 
School traditions E 7 5,8 
A 4 1 I 6 
•· 
.· 
.. ·.· 
··· ·········· 3,o \ > •Tot~ 
..... 
···.··· 
.·.· ..: ..... /• .•.•.. > .·•···.• • ) / 
Appointment as E 4 3,3 
prefects/SRC members 
A 4 1 , 6 
Tot. 8 2,2 
School hours E 1 0,8 
A 5 2,0 
·• 
.. ·. 
·.·. ·.·.· .. ··· (> 
Tot. 6 ... 
········tj6 > 
. 
. 
.·. . . ·•• .... . . .. 
Projects E 0 0,0 
A 5 2,0 
Tot. I 5 . 1,3> ........ 
.. ·· 
.. · .... 
./.•····· 
Teacher/parent/pupil E 1 0.8 
relations 
A 4 0,8 
Tot. 5 1, 3 
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